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ABSTRACT 
The thesis examined the proposal that subjects who were training 
to be generalist primary school teachers and had a minimal background 
in music, gained more effective initial keyboard and allied general 
musicianship skills through a programme based on cooperative learning 
rather than one based on individual, tutor directed, learning. 
The history of cooperative learning was investigated with a 
particular emphasis on recent work and re·search. There appeared to be 
an almost total lack of information on cooperative learning as applied to 
both adult learners and music education. The author devised a field trial 
programme that addressed both of these ar~as. 
The effectiveness of group tuition methods was tested using the 
field trial programme through a comparative study of subjects who 
were involved in a cooperative learning model of tuition, with an equal 
number of subjects who were tutored on an individual basis. Both 
groups were taught in a keyboard laboratory. All subjects were 
presented with an identical programme over the same period of time. 
At the conclusion of the field trial programme, subjects were tested 
on their ability to play the electronic keyboard and also in the area of 
general musicianship skills. 
Conclusions based on data derived from the tests indicated that the 
subjects in the cooperative learning groups scored more highly in all 
areas of the programme. It appeared that there was sufficient evidence 
to suggest that the cooperative mode of learning keyboard and 
9 
associated musical skills was a superior one to the more traditional tutor 
directed programme as evidenced in the field trial programme. 
A questionnaire was also sent to all the New Zealand Colleges of 
Education to determine the nature of courses conducted in their 
keyboard laboratories. Results indicated that courses were virtually all 
tutor directed and that cooperative learning occured only on an informal 
basis. 
1 0 
CHAPTER ONE 
GENERAL INTRODUCTION 
Cooperative learning is now a well recognised and established style 
of learning in schools. From its formative stages when it was no more 
than a simple system of peer teaching,l it has developed into a 
sophisticated fonii of learning with an emphasis on the interdependence 
and cooperation of the learners. 2 
In a world where competition seems to play such an important part, 
it is refreshing to come upon a style of le~rning that actively encourages 
cooperation rather than the worse aspects of competition with its 
winners and losers. Cooperative learning does not discourage 
competition as such but rather concentrates on its enjoyable and non 
threatening aspects. The cooperative learning world is about success 
rather than failure and positives rather than negatives. Cooperative 
learning encourages children in their learning and recognises that each 
child has a valuable role to play in the education process. 
There is a lot of interest in cooperative learning in both primary 
and secondary schools in New Zealand. Students at the six Colleges of 
Education are now receiving instruction on how to operate cooperative 
learning programmes in the classroom. It seems that cooperative 
learning is here to stay and the indications are that it will becom~ an 
increasingly important part of our children's education. 
l Johnson D.W., Johnson R.T. and Johnson-Holubec E. (1990) p 6 
2 Johnson D.W., Johnson R.T. ( 1989) 3:26-3:29. 
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One of the best ways to learn about a new style of learning is to 
involve oneself as a learner and experience it at first hand. One of the 
reasons for writing the field trial programme was to provide a group of 
students with a first hand opportunity to learn to play a musical 
instrument using a cooperative mode of learning rather than the more 
traditional, tutor directed style of learning. 
It seemed to the author that cooperative learning would probably 
provide an effective means for teaching--students how to play musical 
instruments and learn a range of associated musical skills. Much music 
making is, after all, cooperative by nature (choirs and orchestras are two 
examples). 
Many studies on the effectiveness of cooperative learning had been 
done in relation to a number of subject areas but not, to the best of the 
author's knowledge, relating to music. In fact, the author had the 
greatest difficulty in obtaining published information on comparative 
studies relating to cooperative learning in music programmes. There also 
appeared to be relatively little information on how effective cooperative 
learning was for adults. Some studies had been done in this area3 but 
the results tended to be inconclusive. 
The author was therefore presented with a double challenge in his 
aim to write a programme for adult learners in the field of music 
education. 
3 Slavin R. (1990) Slavin notes that there are relatively few studies on cooperative 
learning for adults and that results seem to indicate that cooperative learning can be applied 
successfully to the adult learner even if the results are not as conclusive as those for studies 
involving children. p 53 
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THE NATURE AND SCOPE OF THE INVESTIGATION 
The investigation considered two specific areas; cooperative 
learning and the adult learner al1d cooperative learning and music 
education. The author found that there was a shortage of specific 
information about cooperative learning and the adult learner and less 
about cooperative learning and music education. He did not have the 
advantage of being able to study a lot of directly related research in 
these two areas prior to planning his. own research programme. 
The author conducted a number of data-based searches including 
the R.I.L.M., E.R.I.C. and DIALOG Information Services Inc .. He used a 
number of descriptors in different comb_inations in relation to these 
searches. He also conducted an intensive search of British publications, 
some of which did not appear to be covered by the data-based 
information services mentioned above. He came to the conclusion that 
there is a distinct shortage of published materials relating to cooperative 
learning and music education (for both children and adult learners). 
This shortage of specific information relating to the author's own study 
presented him with a major challenge given the lack of studies by other 
authors in his area of research. 
The nature of the investigation was to see how well a group of 
subjects (the ·Experimental Group) performed when learning to play 
electronic keyboards in a cooperative learning programme. The subjects 
had no (or very little) experience in playing the electronic keyboard 
prior to the programme. In some cases they had learned to play other 
musical instruments and a few had a slight knowledge of music reading. 
1 3 
The performance of these subjects was to be measured against 
another group of subjects (the Control Group) with a similar background 
in music who were also to be taught by a tutor. Both groups were the 
same size with 18 subjects in each group. Details of the backgrounds of 
both groups of subjects are included in the study. 4 
The programme was to be identical for both groups. The author 
was the facilitatorS and director for the Experimental Group and the 
tutor for the Control Group. The field trial programme was to.be five 
weeks long and all subjects would receive a weekly 50 minute lesson. 
Each lesson would be constructed in modular form making a total of five 
modules for the field trial period. In the sixth week, all subjects would 
be required to take an identical practical tt;(st on their ability to perform 
two pieces of music on the electronic keyboard. 
Both groups would be divided into two classes and all classes would 
be held in the keyboard laboratory in the Christchurch College of 
Education. 
Data would be collected from a number of sources. 
1. Each module would contain a range of activities that would be 
assessed. 
2. The final practical test would be· assessed. 
3. At the completion of the course, all subjects would be asked 
4 
5 
to complete a questionnaire which would provide information 
Ref. p 149-160. 
Johnson D.W., Johnson R.T. and Johnson-Holubec E. (1990) Uses term 'facilitator' p 41. 
14 
about the subjects' musical backgrounds and also record their 
impressions of the programme. 
4. Information would be gained about keyboard courses in all the 
New Zealand colleges of education. 
There were three possible results. 
1. The Control Group would perform better than the 
Experimental Group. 
2. The performance of both groups would be similar. 
3. The Experimental Group would perform better than the 
Control Group. 
The author did not anticipate any of the three possible results. His 
own research into cooperative learning certainly suggested that in other 
subject areas cooperative learning had indeed been proven to be a 
superior style of learning.6 He was very aware that the field trial 
programme might have had serious shortcomings and not indeed have 
been a suitable one to measure the relative performance of subjects 
learning to play a musical instrument using a cooperative mode of 
learning. The author's concerns were based on the lack of comparative 
studies upon which to model his own programme. 
His own previous experience with cooperative learning programmes 
and music suggested that there might well be areas that could be better 
taught using a cooperative mode of learning.? He noted that cooperative 
6 Slavin R. (1989-1990) p 52-53. 
7 Ref. p. 44 The author refered to one of his own previous studies in which 
subjects wrote an operetta for children using a cooperative learning model. 
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learning did not appear to feature to any great extent in the keyboard 
programmes offered by the other New Zealand colleges of education. 8 
When asked if they made use of cooperative learning in their keyboard 
programmes, the most frequently made comment was that cooperative 
learning did take place but not in a structured way. The author 
assumed that this indicated that students probably engaged in informal 
peer teaching from time to time as indeed is the case in a lot of learning 
situations.9 
The author considered it was essential that all subjects were made 
to feel that their input to the programme was valued, their efforts were 
to be encouraged and their individual progress, regardless of whether 
they were a member of the Experimental ·or Control Group, was to be 
seen as being important to the author. He went to considerable lengths 
to ensure that one group was not advantaged over the other. 
The author had a double responsibility; to ensure that he delivered 
an appropriate keyboard course to his students as well as conducting 
research into cooperative learning. The field· trial programme was 
perceived by the subjects as being a college course. The contents of the 
field trial programme were designed to meet the needs of the subjects 
as prospective classroom teachers of music. 
A questionnaire was also sent to all the New Zealand colleges of 
education to determine the nature of courses conducted in their 
8 
9 
Appendices 1 p.247. 
Topping K. (1988) 
Topping noted that children have always helped each other wheth'6r 
encouraged to. or not. p 1 
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keyboard laboratories. Results indicated that courses were virtually all 
tutor directed.lO 
10 Ref. p 251. 
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CHAPTER TWO 
Cooperative learning 
In this chapter, cooperative learning is considered through 
investigating its parameters, moving from a general definition to an 
examination of the special features of cooperat.ive learning, how 
cooperative learning programmes are constructed and finishing with 
specific references to music education, its possible place in cooperative 
learning programmes and the author's own interest and involvement in 
cooperative learning. 
The nature of cooperative learning 
What exactly is cooperative learning? "Cooperative learning is the 
instructional use of small groups so that students work together to 
maximise their own and each other's learning."ll 
Students 'working together' is really quite an ambiguous statement 
as it stands in this quotation. Does this mean that if two students decide 
to work together, cooperative learning will automatically take place? 
Johnson, Johnson and Holubec are quite clear that this is not the case. 
They state that not all group learning is cooperative learning and claim 
that five essential components must be present for group learning to 
be cooperative learning. The five components are positive 
interdependence, face to face promotion interaction, individual 
11 Johnson T., Johnson W.T. and Johnson Holubec E. (1990). p.4. 
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accountability, interpersonal and small group skills and group 
processing. This is followed by a detailed definition of each of the five 
components 12 that make up cooperative learning . 
Cooperative learning is sometimes confused with peer tutoring. 
Peer tutoring is certainly a type of cooperative teaching in that it 
involves learning between peers with one peer tutoring the other, as 
contrasted to the traditional teacher (adult) child (pupil) model of 
teaching. Topping (1988) states that peer teaching must involve a:: tutor 
and a tutee.l3 Cooperative learning on the other hand, is essentially an 
interactive learning exercise between learners where each member of a 
group is, in turn, a tutor to the other members of the group. Cooperative 
learning is very much to do with shared learning. The differences 
between peer teaching and cooperative learning have only been defined 
in very recent years .14 
The advantages of cooperative learning. 
What advantages does cooperative learning have over other styles 
of learning? Johnson, Johnson and Hulobec IS see several advantages. 
They first identify two undesirable styles of learning. The first is a 
highly competitive style where the learner is literally competing with 
other learners for a limited number of higher grades with the result that 
there will always be 'winners' and 'losers'. The second undesirable style 
of learning is where the students work by themselves to accomplish 
individualised learning goals. Cooperative learning is the act of working 
12 
13 
14 
15 
Ibid p.l0-14. 
Topping K.(l988) p. L 
Johnson T., Johnson W.T. and Johnson Holubec E. (1990) p. 6. 
Ibid p.3. 
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together to achieve the same goals thus eliminating undesirable 
competitive and self centred elements. 
Cooperative learning requires that the learners work closely 
together. There are obvious limits to the number of learners who can 
combine together successfully. Johnson, Johnson and Hulobec suggest 
that the number be between two and six.l6 
A note of caution is sounded by Sapon-Shevin and Schneidewind.17 
They see cooperative learning as having -the potential to make a major 
impact on both schools and society in general. They say that if students 
perceive that they will be more clever and powerful as a group, what do 
they really learn about the spirit of cooperation? This would appear to 
be a timely warning on the possible abuse of a mode of learning that 
appears to promise so much. 
A brief history of cooperative learning. 
Cooperative learning is certainly not a recently developed style of 
learning and its origins go back to at least the early part of the last 
century. Indeed there is a veiled reference to cooperative learning in 
the Bible.18 
11 Two are better than one, because they have a good reward for 
their toil" 
The more recent history of cooperative learning goes back to the 
work of Joseph Lancaster and Andrew Bell who established cooperative 
learning groups in the poorer parts of London, England at the end of the 
16 
17 
18 
Ibid. p 6. 
Sapon-Shevin M. and Schneidewind N. (1990) p. 63. 
The Bible. Ecclesiastics 4;9. 
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18th Century using a system of school monitors to instruct their peers. 
Schools based on their ideas (known as Lancastrian schools) were 
founded in America as early as 1806. In the later part of the 19th. 
Century, Francis Parker was a strong advocate of cooperative learning 
and his schools were well known for the cooperative style of learning he 
encouraged. 
In the 1930s John Dewey, Morton Deutsch and Kurt Lewin 
furthered the cause of cooperative learning through th~eir research work 
into the effectiveness of cooperative learning between children. A short 
history of cooperative learning is provided by Johnson, Johnson and 
Johnson Hulobec.19 
These three authors have had a major influence on the progress of 
cooperative learning in schools and especially in the U.S.A. since the 
early 1980s. They acknowledge their debt to the work of Deutsch and 
Lewin. Their work is becoming increasingly well known in New Zealand 
and is included in some of the education courses at the Christchurch 
College of Education. This is of importance because the students, who 
took part in the field work section of the author's study, were already 
both familiar and enthusiastic about the possibilities of cooperative 
learning in the primary classroom. This was established through the 
findings of an informal pre-course survey. 
The bulk of research in cooperative learning appears to have taken 
place very recently and much of it within the past fifteen years. 
Leaders in the field of cooperative learning including S. Kagan, D.W. 
Johnson, R.T. Johnson and E. Holubec have undertaken substantial 
19 Johnson T., Johnson W.T. and Johnson Holubec E. (1990) p. 12. 
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research on cooperative learning. Their experiences with cooperative 
learning are to be found in a series of texts which are particularly well 
known to educationalists and teachers working in the field of 
cooperative learning. 20 
Some recent research on cooperative learning has examined the 
ways in which cooperative learning can be practised in the classroom. 
The field work modus operandi of the author's study is largely based on 
principles outlined- by Johnson,, Johnson and Hulobec. The detail of the 
course structure itself is more influenced by the work of Kagan who 
proposes several possible models.21 Cooperative learning has come a 
long way since its early formative stages. It is clear that, as a mode of 
learning, it is still very much in an evolutionary stage. 
The Adult Learner 
Because the field trial programme was concerned with adult 
learners, the author considered that it is important to consider what the 
characteristics of adult learners are. 
"Education is a life long process, not a commodity one 'gets' and 
stores away for some future use" .22 The adult learner can be seen as 
occupying an area somewhere along the continuum of life because the 
points of entry and exit will vary from one adult learner to the next. 
This poses a question. What do we mean by an 'adult'? Rogers 
suggested that it could refer to several different things; a stage of life, 
20 There are a number of recent publications concerned with cooperative 
learning. The author has included a number of these in his study on cooperative 
learning. He refers especially to the publications of S. Kagan, D.W. Johnson, 
R.W.Johnson and E. Hulobec to be found in the Bibliography section of his study. 
21 Kagan S. (1990) C 19:1, C 19:10 and C 19:16. 
22 Encyclopedia of educational research. (1992) p.30. 
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status in life or it could be included in a set of ideals or values which 
together made up the concept of adulthood. 23 
The National Advisory Council for Adult Education saw the adult 
learner as "an adult who is enrolled in any course of study, whether 
special or regular, to develop new skills or qualifications, or improve 
existing skills or qualifications. 11 24 The author found the above 
definition to be a tidy one which covered a wide range of possibilities. 
Adult learners display a range of characteristics. Rogers identified 
six characteristics.25 One of these, which stated that adult learners 
already had their own patterns of learning, appeared to be of particular 
interest to the author in connection with the subjects in the field trial. 
Many of the subjects entered the field trial programme with a wide 
background of experiences and were, for the most part, a group who had 
already gained University degrees in a variety of subject areas. 
It is easy to assume that some adult learners know more than they 
do. Brookfield says that 11 it is misconceived to talk of the self 
directedness of (adult) learners, who are unaware of alternative ways of 
thinking, perceiving or behaving."26 The author considered that this 
was a valid point. One subject had a far higher perception of his general 
musical ability in the field trial than was justified. A problem for the 
author was to make the subjects aware of their real ability without 
damaging their self esteem too much. 
23 Rogers A. (1986) p. 5. 
24 National Advisory Council on Extension and Continuing Education. A special 
report to the President and the Congress of the United States .. (1979) 
25 Opcit p. 24. 
26 Brockfield S. (1986), p. 124. 
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Rogers believed that nanxiety is a characteristic of many adult 
learners."27 He then elaborated on this statement saying that a fear of 
the unknown coupled with a fear of possible failure could cause 
considerable anxiety in some adult learners and possibly also adversely 
affect their learning patterns. He noted that this particular form of 
anxiety did not appear to occur as frequently with children. 
The author agreed with these statements and was very conscious of 
their implications when he planned the~field trial programme. Every 
effort was made to insure that subjects were given tasks that were not 
beyond their ability. Some of the subjects did indeed display some of 
the characteristics described by Rogers. What was of particular interest 
to the author was that the subjects' perceptions of their own ability, and 
especially at the start of the programme, were often very low. The 
author found that a policy of positive reinforcement was most helpful 
and the problem tended to lessen as the field trial progressed. 
Adult learners in the field trial programme were of a mixture of 
ages with the vast majority in the 18-26 age bracket. The anxiety factor 
seemed to be more evident with the older members of the subject group 
(that is, those older than 26). In two cases they saw their age as a 
disadvantage, their perception of the other learners was that they were 
younger and would find it easier to. play a keyboard. They actually 
performed as well as the other subjects but needed constant assurances 
that this was the case. 
27 Opcit p 163. 
24 
Rogers noted that "anxiety becomes highest at the times of 
evaluation, tests or examinations."28 This was also a factor that the 
author took into consideration. He decided to give tests a low profile in 
the field trial because he was afraid that poor results could have 
resulted in a lowering of self esteem (another point noted by Rogers) 
and could have detrimental effects on the field trial programme as a 
whole. It is for these reasons that the author followed Kagan's 
instructions that "for many students feedback from peers is more 
valuable than marks from a teacher."29 
Rogers postulated that over stimulation (too high expectations) could 
increase the anxiety factor and thus prevent learning from taking 
place.30 
Figure 1 
The relationship between learning performance and the anxiety factor 
Learning 
performance 
Excessive arousal creates too much anxiety. 
-
~ 
I. 
Arousal Motivation Anxiety 
Adult learners therefore require different presentations of 
programm.es rather than different programmes if they _are to 
realise their potentials. Adult learners present different challenges than 
do children. Brookfield summari?:es the differences between adult and 
28 
29 
30 
Ibid. p.163. 
Kagan S. (1990) Chapter 20:16. 
Rogers A. (1986) p. 165. 
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childrens learning when he says that "children or adolescents tend to 
regard the world as continent or malleable" whereas adults do not.31 
The cooperative model of teaching and the adult learner. 
By far the bulk of literature concerned with cooperative learning is 
concerned with children. There seemed to be a :teal shortage of 
documented literature regarding the adult learner in a cooperative 
learning situation. The author also researched a number of studies 
concerning cooperative learning in the area of children's learning, in 
most cases they appeared to have relevance when related to adult 
learners. 
Typical of the literature available on adult peer learning was a 
short excerpt from an article concerned with introducing university 
methods students to high school teaching. In their class students peer-
taught each other rehearsing effective teacher behaviours such as 
maintaining eye contact, etc .32 
The author conducted two data based searches to obtain 
information in this area of cooperative learning and the adult learner 
with an almost complete lack of success. This came as a surprise 
because the author's own (if limited) experience in this field had been a 
most rewarding one. The author considered that there could well be 
considerable scope for research in this area in the future.33 
31 
32 
33 
Brockfield S.(l986) The diagram appears as Figure 35a p.125. 
Hughes W. (1992) From methods to practise in general music. 
Ref. p. 217-218 .. 
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Slavin noted that the number of studies on cooperative learning 
decreases as the age of the subjects increases and that there are 
relatively few studies in cooperative learning that have been conducted 
at adult level.34 He also made the point that results of research at this 
level were not as consistent as those for junior and middle high school 
levels. The author wondered if the fact that there was indeed such a 
small number of available studies might, in itself, make it difficult to 
establish patterns and trends in cooperative learning for adult learners. 
The author examined three studies cited by Slavin: two (related) 
studies concerned with cooperative learning in a college (University) 
and the third in a senior high school. 
The college based studies were of particular interest to the author 
in that his own study was with a group of subjects also in a tertiary 
institution (in his case, a college of education). The numbers involved in 
this study were very large (382) with 170 in the Control Group and 212 
in the Experimental Group. 
The first two studies dated from 1977. These examples were not 
recent ones which was interesting in that Slavin wrote his article in 
1990 and, given his eminence in the field of cooperative learning, might 
have been expected to have provided examples of more recent research. 
The other somewhat unexpected aspect of these examples was that the 
cooperative learning the Experimental Group engaged in, appeared to 
amount to little more than an exercise in mutual coaching. The actual 
studies were undertaken by S.C. Fraser (and others). 
34 Slavin R.E. (1990). p 53. 
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In the first study, subjects worked in pairs. The Control Group was 
presented with the same course. Results suggested that the 
Experimental group performed better than the Control group in a series 
of tests.35 The second of the two studies was the same as the first 
except that this time subjects worked in groups of two, three or four. 
Results from this study appeared to indicate that the groups of two 
performed better than the groups of four but overall, results were 
superior to those achieved by the Control Group.36 
The au thor found that there were two features in these studies that 
merited special mention. The first was to do with motivation. Subjects 
were told that their scores from tests would be the average of results 
obtained by the group. The concept of sharing grades is referred to in 
the literature concerned with cooperative learning as one of the ways of 
achieving positive interdependence.37 The author did not adopt this 
method in his own study. He considered that it could have introduced 
an undesirable variable into the field programme and caused 
unnecessary stress. The stress factor in adult learning_is examined later 
in the thesis.38 
The second point of interest concerned one of the negative results 
obtained from the subjects' evaluation of Fraser's study. Some of the 
subjects felt that they should have been given a choice as to whether 
they took part in the study or not. The author had discussed the 
question of participation with his subjects prior to the start of his own 
field trial. There appeared to be have been no problems and the 
35 
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question of participation was not mentioned in the subjects' evaluations 
of the course. 
The third study was conducted in a high school. It involved 38 
subjects with 20 in the Experimental Group and 18 in the Control Group. 
(the author had 36 subjects in his study with equal numbers in both 
groups). In this study, students worked in fours. The results again 
indicated that the subjects in the Experimental Group performed better 
than those in the Control Group. 
The author noted that in the various studies on cooperative learning 
he examined, the size of the groups were rarely the same although they 
were usually numerically similar to each other. 
Topping cited the work of Fletcher and Fawcett (1978) who 
described a learning centre for adults from low income groups which 
operated on a sys tern of peer tu taring. 39 This practical application of 
peer tutoring provided a good illustration of how costs can be kept down 
when using a system of peer tutoring. This study appeared to capture 
the spirit of very early work in cooperative learning when a s ys tern 
involving peer teaching was used to bring education to children from 
low income groups. 40 
As has been noted before, the author conducted a number of data 
based and other searches when researching the literature on 
cooperative learning and music education.41 There appeared to be a 
39 
40 
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Topping K. (1988). p 5. 
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distinct shortage of information on cooperative learning in the field of 
music education for either children or adults. A lot of the available 
information was of peripheral value only to the author. 
Some of the available literature only touched lightly on music 
education and was more concerned with the integration of music 
education with other subjects. 42 There were, however some studies that 
did contain areas of interest to the author. 
The London Sinfonietta education programme involved professional 
musicians and music education in schools.43 The actual construction of 
this programme was of particular interest and included a number of 
features advocated by Kagan44 and also aspects of shared responsibility 
and interdependence.45 This study was seen as having been most 
successful. 
Another British study involved a peer teaching exercise between a 
group of sixth form students working with students from a special 
school.46 This study included comments on interpersonal skills which 
are an important feature of cooperative learning. A similar study was 
conducted by Dykman.47 Results from both studies were supportive of 
the effectiveness of cooperative learning in the area of working with 
handicapped people. 
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A study by Freidmann 48 demonstrated that virtually all of the 
fundamentals of music and some performance skills can be developed in 
a cooperative learning programme with subjects working in small 
groups (in school programmes). This information was reassuring to the 
author because the fundamentals of music and performance skills 
formed the major part of his own field trial programme.49Cooperative 
learning was seen as a successful mode of learning in all of these 
studies. 
Motivation and cooperation-
The word motivation comes from the same root as the word motion 
and me.ans something that moves a person. 50 Cooperative learning 
between subjects will not take place unless the subjects themselves are 
able to identify clearly what the outcomes of the shared learning 
situation are going to be. It is necessary to present the programme to 
them in such a way that they will feel sufficiently motivated to fully 
participate in a programme of learning that they will be required to 
share with others. 
A psychologist, Kalat, found it hard to define exactly what 
motivation was.51 Lautzenheiser believed that the only true form of 
motivation is self moti vation.52 Another perspective given by Johnson 
and Johnson on what motivation might be, described it as "a 
combination of the perceived likelihood of success and the perceived 
incentive for success".53 (The author found this definition to be 
48 
49 
so 
51 
52 
53 
Friedmann M. (1989). p 53- 56. 
Ref. p. 72 
Kalat J. (1990). p. 337. 
Ibid p. 337. 
Lautzenheiser T. (1990). p. 34. 
Johnson D.W. and Johnson R.T. (1991) p. 38. 
3 1 
particularly helpful.) These last two examples could be seen as being 
complementary rather than conflicting. There are a number of other 
theories related to motivation including the 'drive' theory in which Hull 
described motivation as being in the nature of an irritant. Hull's theory 
postulated that motivation might not result in a specific action.54 This 
small sampling of opinions on what motivation actually means, 
illustrates that there are a number of different definitions. 
Motivation may be either intrinsic or extrinsic .ss S u bj ec ts enter a 
course with the expectation that there will be clearly defined outcomes. 
At the end of the course they may wish to be able to perform a number 
of tasks and demonstrate skills that they did not have on entry to the 
course. They may define their personal goals in a variety of ways and 
indeed display a variety of intrinsic and extrinsic reasons in the process. 
Subjects might, for example, take an instrumental course because they 
saw a possible outcome as being that the acquisition of an instrumental 
skill might enhance their prospects of gaining a teaching position in a 
school. This would have an extrinsic reason for learning to play the 
particular instrument. On the other hand, a subject might have recalled 
pleasurable experiences gained from earlier experiences with music and 
considered that learning to play a musical instrument would also be 
enjoyable. This would be an example of an intrinsic reason for taking an 
instrumental course. 
Kagan said that if cooperative learning could be based on having 
new experiences and sharing these experiences with one's peers, no 
extrinsic reward would be needed to involve students in these 
54 
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activities56. The author found that the subjects in the field trial 
programme were very committed to sharing new information with their 
teaching partners and data suggested that information was accurately 
transferred from one teaching partner to the other in a mutually 
supportive teaching atmosphere. 57 
When the subjects entered the field trial programme, they were 
asked why they selected the keyboard rather than the guitar as an 
Option when entering the field trial programme. Th'€ most frequently 
given answer was that they wanted to learn to play the keyboard. 
Taken at this level, it would appear that their reasons were intrinsic 
ones. Only a few said that they wanted to play the keyboard because 
they wished to use it in the classroom at a later stage which would have 
been an example of extrinsic motivation. 
It is probable that most subjects would have entered the field trial 
programme for a number of reasons, some of which would have been 
intrinsic and others extrinsic. A study of the relative strengths of 
intrinsic and extrinsic motivatioin cooperative learning 
pro-grammescould form a useful research topic. It is, however, outside 
the scope of this study. 
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Designing a cooperative programme 
Kagan, D. Johnson and others have undertaken a lot of research 
into how to design an appropriate model for a cooperative learning 
programme. Kagan is recognised as being a leader in this field and he 
proposes several models of cooperative teaching models. His models, to 
which he gives an overall descriptor of "project designs",58 are 
concerned with childrens' learning and are very much to do with 
classroom situations. Kagan's work is concerned with cooperative 
learning between children whereas the author's task was to design an 
appropriate model that would meet the needs of adult learners. The 
author acknowledges Kagan's influences on the programme that he 
devised. 
The author's programme did not follow any of Kagan's models in 
detail but rather attempted to synthesize elements from several models. 
The programme adhered to the basic concept of cooperative learning, 
namely the interactive sharing of information between learners with 
each learner being both the provider and receiver of information. At 
best, the author's design for the cooperative programme that he used for 
the field trial programme could be said to have used elements of Kagan's 
"Jigsaw" designs.59 
58 Kagan S. (1990) C.19: 1. 
59 Ibid. Chapter 19 provides several examples of cooperative learning 
programmes, the author refers to these models by name, for example, "Coop, Coop, 
Jigsaw, Jigsaw II" etc. The original "Jigsaw" design for the classroom was created 
by Elliot Aronson. Each student in a learning group specialised in one aspect of 
the learning unit and taught other members of their group. Kagan states that the 
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An early task which faced the author was to design a programme in 
such a way that each member of each teaching pair would feel that 
his/her contribution to the programme would be critical to the 'flow' of 
the programme as a whole. He found Dalton's work with children and 
cooperative learning programmes to be most helpful when designing the 
field trial programme.tiO In particular he noted the section on the 
classroom environment and found that the guidelines which stressed the 
importance of fostering mutual respect and encouragement to be 
particularly useful. Another feature of this book is that it has particular 
relevance to teaching in Australia and provides a useful foil to the bulk 
of the literature on cooperative learning which originates from the 
United States. 
The author attempted to f o 11 ow Kagan's concepts of "task 
specialization designs." 61 Kagan proposed that each student in turn 
should be in the position of 'status', as the provider of information. The 
author provided subjects with this opportunity by having each member 
of )he pair as the 'teacher' in alternate modules. Kagan recommended 
that pairing is a good place to start from for the inexperienced in 
cooperative teaching. The author agreed with this, based on his own 
experiences of having worked with pairs (as in the field trial keyboard 
programme) and also with groups with as many as six members. 
Cooperative learning is very much to do with achieving a good 
b al anc e between cooperative and indi vid ualis tic learning. 62 Each 
number of possible variations on the "Jigsaw" are considerable. He details several 
models in Chapter 20 of his text "Cooperative learning." 
60 Dalton J. (1985 ) p.4. 
61 Ibid. Chapter 18. 
62 Johnson D.W. and Johnson R.T.(l99l). p. 24. 
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partner gains knowledge and understanding of pieces of information 
independently of the other (individual learning) which, at a later stage, 
is shared with the individual areas of knowledge of other members of 
their group to create a common knowledge (cooperative learning). A 
'jigsaw' effect is achieved in that the individual pieces of knowledge are 
required to lock together to achieve the total 'picture'. Both Kagan and 
the Johnsons stress the importance of the relationship between 
cooperative and individualistic learning. 
On the subject of briefing, Kagan proposed that both halves of the 
class were given different (but complementary) material to master, with 
students with the same material seated together as they mastered the 
.new concepts. They then found a partner and taught each other. 
The author followed a fairly similar pattern except that he only 
p(iefed one half of the class at a time (as a group, as in the Kagan model) 
:hefore each lesson. The other half of the class were then briefed at the 
,~tart of the next lesson. He decided that a double briefing for each 
Jesson would have created an extremely complex and probably 
.Jmworkable structure. The short time available for the tutorial (50') 
~"dded to a rigid college timetable were the main reasons for this 
~~;ecision. Had the author had the opportunity to work with the subjects 
~S·ver a longer lesson time (for example, had each class been two hours 
~~<rng), he would have adopted a double briefing model. The briefing 
~t~~ok ten minutes before the start of each lesson . 
The 'teachers' selected their partner and retained the same partner 
the remainder of the field trial. Partners should have been of the 
'"''"'"''UL ability in terms of background as far as playing the keyboard was 
36 
C'oncerned because the field trial course was designed for beginners or 
fte.ar beginners in term s of keyboard ski 11 s . G a z do s a w sever a 1 
a.dvantages for the 'learner' (as the one being taught) and perceived 
tlte.m as being more perceptive and responsive 63 (he coins the word 
'facilitative"). Kagan appeared to leave the matter of whether partners 
~hould be of the same ability or not as a fairly fluid affair. 64 
Kagan proposed that worksheets should be used throughout 
¢o6perative learning programmes. The author adopted ~a system of 
Worksheets ( he called them 'Task Sheets') and allocated one sheet to 
each module (a module was completed in the course of a lesson). 65 The 
w9rksheets were separate to the module booklets and were designed so 
flfitLthey would test the knowledge gained by the subjects during each 
lesson. They were completed by the individual members of each pair. 
Oata from the worksheets was then collected for analysis. The module 
{lo6klets, 66 however, were designed so that pairs· could work through 
t•hem together and attempted to fulfil the functions Kagan describes 
rela.ting tO the H StepS Of partnerS 11 , 67 
The author did not adopt a scoring system with the subjects. He 
c()trsidered that a scoring system could have introduced a potential 
v.aria b 1 e . He did however co 11 e c t data from sever a 1 parts of the 
programme for the purposes of research. Kagan considered that a 
scoring sys tern had only limited value (the au thor agrees with this 
63 
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point of view). He suggested that 'for many students, feedback from 
peers is more important than marks from a teacher." 68 
Evaluation 
After the assigned tasks have been completed, it is most important 
that there are opportunities for the subjects in the shared learning 
experiences to evaluate what has been achieved. There are two parts to 
this exercise. Consultation should take place within the cooperative 
learning groups, and between the groups and the tutor. 
Kagan refers to this as a time for 'reflection and evaluation'. 69 He 
sees it as presenting students with an opportunity to reflect on their 
social skills and, in particular, in areas such as equal participation and 
cooperation. He stresses the desirability of an evaluation of results by 
other members of the class from other groups, of team mates evaluating 
each others performances and some sort of presentation of the 
individual tasks within the groups. 
The author involved subjects from the Experimental Group in two 
distinct forms of evaluation. An evaluation that took place at the end of 
the lesson (which was the same as the completion of the module) and an 
overall evaluation of the field trial itself. 
The lesson evaluation was not tightly structured. Subjects had 
opportunities to consult with each other at all stages of the learning 
processes as well as at the end of the lesson. The author aske-d the 
68 
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group as a whole how the lesson had gone and reactions from the groups 
were discussed by all of the class and the author. The most involved 
discussion took place at the end of the Module Two which presented the 
subjects with a n urn her of challenges. S orne subjects had found the 
challenges to be almost excessive whilst others had found them quite 
attainable. The discussion was a very warming and supportive one with 
the outcome that all felt that the objectives of the module were 
attainable. As a result of the discussion some pairs decided that they 
would meet in the keyboard laboratory before the next le·sso.n and 
revise those aspects of the module that had caused problems. 
The author made a limited use only of Kagan's proposalthat 
subjects should demonstrate their new found skills and understandings 
to each other as a part of the evaluation process. Subjects did from time 
to time demonstrate their ability to perform, but opted to do this in 
pairs. The author did not insist on demonstrations of individual skills to 
the whole class. He considered that this could have been a very 
threatening experience for many of the subjects and might have done 
more harm than good. 
A detailed evaluation of the total field trial was undertaken by all 
members of the Experimental (and Control) Group at the end of the field 
trial. The evaluation was a written one and took the form of a 
questionnaire. Results from the questionnaire are considered at a later 
stage of this study. 70 
Competition and cooperation 
70 Ref. p.147-208. 
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Johnson and Johnson considered that competition is most 
appropriate when it is viewed not as a crucial test, but, as an interlude, 
fun or a change of pace.71 Cooperative learning programmes discourage 
the negative aspects of competition, that there are winners and losers. 
Rather it focuses on the positive. J. Austin postulated that competition 
actually curtailed student achievement. 72 
The author encouraged an element of light hearted competition into 
the field trial programme when pairs in the Experimental Group had 
.finished preparing their pieces and the whole group jointly performed 
them together. Unfavourable comparisons between pairs, to the best of 
the author's knowledge, were never made and the exercise contributed 
to the overall enjoyment of the programme as a whole .. 
Misconceptions about cooperative learning 
Several misconceptions about cooperative learning are discussed by 
Johnson and Johnson 73 The author felt that a number of these were of 
particular interest in the light of his own experiences with the field trial 
programme. These misconceptions are written in italics, the response 
from the text is given in a summarized form (in underlined text) 
followed by a brief comment from the author. 
The world is fu1l of competition, so schools should encourage it. 
This is not the case because we live in an interdependent world. The 
71 
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author noted that the desire to share information was probably the most 
distinctive feature of the field trial programme. 
High achievers are penalised by working in mixed ability groups. It 
!:§ true that middle and low achievers gain a lot. however, research 
~on duct e d b y the authors in d i c ate d that hi g h achievers are no t 
disadvantaged. The author did not detect any obvious signs of 
frustration on the part of the more able members of the Experimental 
(]roup, nor did this feature in the results of the questionnaire completed 
by the subjects74 
Every member of the cooperative group has to do the same work 
and proceed at the same rate. Each member of the group can be given 
individual tasks that match the level of their ability. On the question of 
the same work, this was a feature of the field trial programme, however 
the means and quality of communication varied according to the 
individuals. The programme offered extension areas for subjects who 
completed work early. 
The progress and achievement of the Experimental Group had to be 
measured against the Control Group so that reliable data could be 
obtained. It was necessary to control aspects of the programme such as 
content and time management to achieve a common base between both 
groups. 
Using cooperative learning is simple. The concept itself may be 
£.imple but the implementation of the concept is not. The author agreed 
with this; it proved to be a considerable challenge to both devise and 
74 Ref. p145-207 
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implement a cooperative learning programme concerned with 
developing keyboard and allied general musicianship skills. The lack of 
information about cooperative learning between adults proved to be a 
~ . ~ 
pfoblem as did the lack of information about how to apply the principles 
ofcooperative learning to music programmes. 
The scope of cooperative learning relative to specific subject areas. 
The literature co:ncerned with cooperative. learning tended to 
'Q,oncentrate more on aspects of the philosophy and structures of 
cooperative learning rather than on specific areas of the curriculum. 
However, there are a number of references as to how cooperative 
learning can be applied to specific subject-areas in the curriculum. This 
of particular importance to the author who required guidelines as to 
bow to structure a cooperative learning programme relative to a music 
{\ducation programme. 
Cooperative learning is now applied to a number of areas of 
l¢arning in school based programmes. The author found that the 
following subject areas were specifically mentioned in relation to 
cooperative learning; Social Sciences and Science, 75 Mathematics76 and 
English which w as used wide 1 y in a 11 the prop o sed mode 1 s. There 
<Appeared to be a lack of information relating to music education. 
75 
76 
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Music making is essentially a cooperative activity. People of most 
ages sing in choirs and play in instrumental groups. Other people often 
listen to them. There has to be a high degree of cooperation between 
the musicians for the results to be aesthetically pleasing for both the 
participants and their audience. 
The same is true of many aspects of music education programmes 
and especially in those areas where musical performance in concerned 
W:bether it is a recorder class of eight year olds or a high school jazz· 
&ifnd. 
The objectives of the new music syllabus are to create music, to 
recreate music and to appreciate music .. 77 All three objectives are 
&losely associated with the performance of music and therefore a degree 
cooperative effort would be necessary for children to achieve these 
gbjectives. 
Instruments are often taught in groups and there have been many 
p.l.ltstanding examples of excellent results recorded from this form of 
tuhion. Yvonne Enoch is a pioneer. in this field and her work with 
gtcmps of children working on the keyboard is well known. 78 A study 
Otlgroup piano tuition has been done by Jefferson.79 Jefferson 
cOncluded that there is considerable potential in this particular form of 
tuition. For group tuition to suceed, the participants must cooperate not 
only with the other but also with the teacher. 
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The Suzuki Method, for example, is very well known in the field of 
group tuition. This method makes use of both individual and group 
m~thodolo gy ,is very structured and most successful. so The Suzuki 
1llethod provides a rare example of shared learning across age groups in 
music programmes. The parents are very much involved in the learning 
~xperiences along with their children. 
In New Zealand, the Christchurch School of Music (formerly the 
~.S.I.M.) is well known focthe .success of its group instrumental teaching 
pr.ogrammes. 
An example of shared learning within a music programme can be 
found in the Music Award Scheme.81 Sections of the scheme are 
designed to encourage children to share their musical knowledge with 
their peers. One example, in the Bronze Award Instrumental 
Performance section, specifically asks the participant to help a friend to 
~t}lay an instrument. 
Although cooperation is an important element in music making, 
Jte v i s i n g s t r u c t u r e d p r o g r a m me s t h a t u t i li s e t h e i d e a s b e h i n d 
cooperative learning by contemporary leaders in this field, such as 
Slavin and Kagan, is another matter and this probably accounts for the 
apparent lack of studies in the area of cooperative learning in music 
~ducation programmes. 
---·-------
80 The Suzuki Violin Method. Summy Burchard. 
81 The Music Award Scheme.The Society for Music Education (Canterbury) Inc, 
(1992) p.7. 
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The author believes that this is an area where research could be 
done and would probably be of benefit to both music education and 
music educators. 
Ihe actual amount of research into cooperative learning in school 
based music education programmes appears to be slight which, given 
the cooperative nature of much music making, seems unusual. On the 
other hand there is a wealth of research relating to cooperative learning 
,ih many other subject areas in primary schools (and, to a lesser extent, 
in secondary schools). It is very probable that work has been done in 
this area but the results have not been widely made known or 
published. The author has researched a wide range of sources and also 
used a data based search with very little success. 
The author and cooperative learning 
The author's interest in the possibilities of cooperative learning in 
music education programmes can be traced to observing two children of 
about nine years old, helping each other to play the recorder. One child 
understood more about the technique involved in playing the recorder 
whilst the other had some elementary knowledge of music reading 
which the other did not have. Between them, they achieved a lot and 
gained from each other's support in the process. The author was 
particularly interested in their considerable ability to both communicate 
and cooperate with each other in ways that would have been far 
removed from those used by their teacher but were still extremely 
effective. 
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This incident led to the author experimenting with a form of peer 
teaching between students in his courses at the Christchurch College of 
Education. He then tried something more elaborate and involved a 
group of six students in the composition and production of an operetta 
for children. In this exercise each member of the group had a specific 
task and was also interdependent on the others in the group82. This 
lhodel of cooperative learning was intended to reflect the spirit of 
J{agan' s work on cooperative projects: 83 A school had been contacted 
~hd informed that their children receive a performance of the operetta 
ata time when the group had yet to decide on a story, let alone written 
any text or music. The performance went ahead at the scheduled time 
~nd appeared to have been a most successful one. The group had 
considerable motivation to complete the task as a failure to do so would 
have reflected badly on them. 
The author then felt sufficiently encouraged to experiment with 
Qooperative learning between adults in the field of instrumental 
performance, which is the subject of this study. 
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CHAPTER THREE 
The Field Trial Programme 
The Course 
ause the course was written for primary trainee teachers, there 
a number of features which were built into the programme that 
designed to relate to their special needs. One of the aims of the 
me was to provide students with a sufficient background in 
ard skills so that they would be able to use the keyboard in their 
classroom programmes. Bearing this in mind, a lot of the material 
iii:~fhe course had a distinct classroom orientation and especially in the 
:;~i~J?ertoire of songs that were selected. 
The course was designed to be a 'hands on' one. Subjects were able 
simple melodies, using the right hand only, at the end of the 
lesson. By the end of the fifth lesson, subjects, in the vast majority 
s, were able to perform two or more pieces of music involving the 
of both hands and the ability to read simultaneously from both 
s. The author has found that the maxim that 'success breeds 
s' was very true with subjects achieving very good results.84 
Above all, the course was intended to give the subjects a wide 
ptp.ge of musical experiences. In addition to performing repertoire, the 
coutse included sight reading, ear training, and an understanding of the 
t:?e or y o f m u sic . T a ken as a group , these s kill s were aimed at 
Q~Veloping overall musicianship skills. Enoch supports the view that a 
Ref. p.117~119. 
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well constructed group keyboard tuition course will enhance general 
musicianship skills. 85 
The author believed that the ability to sight read music should be 
an important part of learning to play an instrument. The importance of 
sight reading has been recognised by the music examination bodies such 
Js the Royal Schools of Music for many years86. The author agreed with 
the research findings of Zentz who stresses the importance of a silent 
'· '" ' 
~~erusal of unknown music prior to its p.erformance.87 The author 
adopted this procedure during the field tdal programme. The examples 
of sight reading in the modules did not contain fingering thus forcing the 
;~Objects to read the notes. 
Ear training was also seen as an important activity and was used to 
focus the subjects' attention on patterns of sounds. Ear training also 
features in the syllabus of music examination bodies.88 The author 
~elieves that an understanding of the theory of music should go hand in 
.hand with the performance of music and relate directly to music that is 
b~ing studied. He believes that this is particularly true of the early 
cstages of musical performance. The relationship between reading and 
performance skills has been recognised by examination bodies for many 
;)fears. The author noted that most beginner tutor books also contained 
sections which explained the theory of music as the need arose, in 
rtlation to music that was being studied. 89 
85 
86 
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All these activities were written into the programme so that they 
bpth supported and reinforced each other rather than appearing as 
separate and disparate elements. In all the modules an effort was made 
tp tie new skills and understandings together. For example, in Module 
one, subjects started by repeating rhythms using only one note. This 
activity was followed by another one where rhythms using only one 
;tt0 te were notated and performed. 
The keyboard programme will be covered under the following 
headings; 
1. The overall objectives of the programme. 
2. The contents of the programme. 
3. Data resulting from the field trial programme 
(during the programme). 
4. Data resulting from the practical and written 
tests (at the end of the programme). 
5. Monitoring the programme. 
6. Evaluating the programme. 
7. Conclusions. 
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1 The overall objectives of the programme 
At the end of the programme subjects will be able to -
demonstrate an ability to perform a repertoire 
of songs suitable for the primary school classroom on 
the keyboard. 
demonstrate an understanding of the theory of music 
to a level that matches the ability of subjects to 
perform a repertoire of pieces on the keyboard. 
In addition to the overall objectives for the field trial programme, 
c 
:~tach module had its own set of objectives which were related to the 
ibntent of the module but was still lay within the overall parameters of 
the objectives of the field trial programme as a whole. These objectives 
'are stated at the start of the description of each module. 
The contents of the programme 
The field trial programme consisted of 5 Modules.90 The Modules 
~Were delivered at the rate of one per week over a continuous period of 
~,weeks. 
The revision areas indicated at the start of the Modules 2, 3, 4, and 
5 pick up the repertoire section from the previous module. 
90 All the modules are included in Appendices IV. p .270-291. 
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The final section of each module was designated an 'extension' time. 
;:'f}lis time was set aside for subjects who had completed the rest of the 
/module before the allocated times for the various activities included in 
>>'>>" 
tach module. It provided the subjects with an opportunity to learn a 
"l:urther repertoire of pieces. No new skills or understandings were 
introduced in this part of the programme. 
The Modules are included in the appendices.91 
Each Module was presented in the form of a booklet and was 
colour coded (the cover only of the Module) as follows ; 
Module One (Yellow), Module Two (Green), Module Three (Red), 
Module Four (Blue ) and Module Five (Orange ). 
A system of colour coding was used for easy identification purposes 
;and also because the use of different colours made the module covers 
:more visually attractive. 
The Modules were not all of the same level of difficulty. Module 
Two was particularly challenging in that the bass clef and left hand 
~hord work were introduced for the first time into the programme. 
Module Four contained tied notes. The author has found from his own 
~elperience, that these too presented the beginner keyboard player with 
some difficulties. The diagram below indicates the ongoing nature of the 
structure of the modules in terms of their relative difficulty. 
Appendices IV p. 279-291. 
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Relative 
level of 
difficulty 
as course 
progresses 
Figure 2 
The relative increase of difficulty of Modules 1-5 
Module One Module Two Module Three Module Four Module Five 
The order of contents for Modules 2, 3, 4 and 5 were very similar. 
format for Module One was slightly different because Module One 
the introductory Module to the course. A list of objectives was 
at the head of each Module. These were presented in the form of 
of contents. The contents then followed and were presented as a 
s of activities. They were identified in the Modules as 'Activity 
training' etc. 
Time management was an important aspect in the delivery of the 
modules. As the Control and Experimental Groups were presented with 
j~W~ same programme content, it was most important that the time 
J~llocated for each of the activities was consistent for each group. Had the 
:;{~?;~-:::-, 
~~in.}e allocations not been the s arne, this could have given rise to 
'',~:~.riables in the relative performance of the two groups. The time 
~flocation w~s inserted after each activity when the content of. the 
';~6dules is given, for example, "Ear Training" (5'). The total length of 
~ach module was 50 minutes. 
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The Experimental Group were given an extra 10' for a briefing 
session by the author before the lesson began. 
Module One (Yellow) 
Objectives 
At the end of Module One subjects will be able to 
operate an electronic keyboard; 
display a correct posture at the keyboard; 
demonstrate a knowledge of basic theory; 
* demonstrate the ability to perform three 
pieces of music (right hand only); 
* display an ability to repeat patterns of notes 
Module One contained the following activities; 
Orientation ( 1 0') 
Activity One/Ear training (1 0') 
Activity Two/Theory of music (1 0') 
Activity Three/Playing melodies (1 0') 
Activity Four/Theory Check Point One (5') 
Activity Five/Extension (5') 
Orientation 
Module One was an introductory Module and, at the start of the 
delivery of t.his module, students were given specific instructions on 
matters relating to the programme as a whole, the use of the keyboard 
laboratory and, in particular, how to operate the appropriate functions 
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iSn the keyboard that was used for the course (the Yam aha PS 7 5 
;lJ1odel). Correct posture at the keyboard was also discussed. 
Activity One/Ear training 
(i) 5 two bar rhythms using one note only were played., each one 
repeated. After the second hearing, the subjects played back the 
. The notes used were from Middle C to G (second line,treble 
), the first example used only Middle C, the second D and so on to G. 
lle objective of this exercise was to using all the five fingers of the 
:xtJiht•·•hand. 
'''>;i<>h 
(ii) A two bar rhythm was played twice. The repetition was not 
-~l~ways the same. Subjects recorded 'S' (same) or D (different). 5 
;ikamples were given. Answers were recorded in the task booklet. 
Activity Two/Theory of Music 
A number of the subjects in all the ·classes already had a 
fceijdimentary knowledge of the theory of music so this first session on 
si~~·theory of music was largely revision for some members of all the 
3(~urelasses.92 The field trial used the fraction method for teaching 
,,;~~!ation. This is now used widely in instrumental beginner tutor books 
~ltd is particula·riy well suited to adult beginners who have a better 
-g~derstanding of fractional concepts than do young children. The 
~llthor had used this particular method with adult learners for a 
JlUmber of years. The treble clef and the notes from Middle C to G were 
oduced. As many of the subjects had played the recorder in the 
Ref. p. 270-293 
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\previous year, it was assumed that they would have had some 
~~~J10wledge of the treble clef. 
Activity Three/Playing melodies 
The first reading exercise involved reading a series of rhythms 
on one note, starting with middle C. This served to consolidate 
revision of the reading skills as well as reinforcing the first activity 
aural training section of the module. 
The three melodies that followed were all simple ones involving a 
~fittnimal reading skill. Not all the notes were fingered so that subjects 
~~~,~YUld learn to read the notes rather than simply follow the fingering. A 
' 0ij;~Hberate attempt was made to provide opportunities to play in both 
X~';;/<_' 
f~[tnple triple and simple quadruple time. 
Activity Four/Theory Check Point One 
The Theory Check Point One was a short test based on the theory of 
:~usic required for Module One. The test was not included in the 
'~odule One booklet.93 The subjects completed the test during the class 
:~'i~me. The test results were marked and returned during the delivery of 
~~odule Two. 
Activity Five/Extension 
All the tests are included in the task sheets. Appendices V. p.292-298. 
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This section of the Module provided two further examples of 
melodies of the same level of difficulty as already encountered in the 
~~tivity Three. 
\<:;' 
Module Two (Green) 
Objectives 
At the end of Module Two subjects will be able to 
demonstrate a knowledge of bask theory; 
demonstrate the ability to perform a piece of music 
reading both clefs and using both hands; 
display an ability to sight read simple music, treble clef; 
' 
demonstrate an ability to play back patterns of music 
using two notes a tone apart. 
Time management structure 
Activity One/Revision (1 0') 
Activity Two/Ear training (5') 
Activity Three/Sight reading(5') 
Activity Four/Theory(l 0') 
Activity Five/Playing melodies (1 0') 
Activity Six/Theory Check Point (10') 
Activity Seven/Extension 
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Activity One/Revision 
Subjects revised the three melodies from Module One Activity 
~xhree. 
Activity Two/Ear Training 
Two bar rhythms using three notes only were played. There were 
examples, each one was repeated. After the second hearing, the 
jects repeated the rhythm. The notes used were from Middle C and 
The objective of this exercise was to develop aural skills in the area 
rhythmic awareness as well as using first three fingers of the right 
An example is included below $ i 1 1 I J J 1 II 
In the second exercise, a series of 5 notes were playe.<:J using Middle 
D only. The series was then repeated ·with one note being altered. 
ects were asked to record the changed note by writing a number to 
which note had been altered. If, for example, the second note 
changed a 2 was recorded. The changed notes were always 
secutive ones. There were five examples and answers were recorded 
II II 
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Activity Three/Sight Reading 
Two examples were given.94 Subjects were asked to read them 
~~rough and then perform them. Fingering was not included. The notes 
ir~ed, Middle C and D matched those used in Activity Two. Only quarter, 
"flalf and whole notes were used. Examples were four bars long. 
Activity Four/Theory 
The Module One Task Sheet was returned. The sheet had been 
tfuarked. 
Activity Five/Playing Melodies 
Four melodies were included. Three were for the right hand only, 
~the other "Turn on the Sun" was for both hands. Given the comparative 
(difficulty of "Turn on the Sun", only one example of music using both 
il'efs was included. 
Activity Six/Theory Check Point Two 
The Theory Check Point Two was a short test based on the theory of 
ntu~dc required for Module Two. The subjects completed the test during 
,~~e class time. The test results were marked and returned during the 
dt}livery of Module Three. 
Ref, Appendices IV.p.275-278. 
58 
Activity Seven/Extension 
This section of the Module provided three further examples of 
rm~lodies~ of the same level of difficulty as already encountered in the 
~~tivity Five. Melodies were for the right hand only. 
Module Three (Red) 
At the end of Module Three subjects will be able to 
demonstrate a knowledge of basic theory; 
demonstrate the ability to perform two pieces of music 
reading both clefs and using both hands; 
display an ability to sight read simple music in both the 
treble and bass clefs; 
demonstrate an ability to play back patterns of music 
using three notes a tone apart. 
Time management structure · 
Activity One/Revision (10') 
Activity Two/Ear training (5') 
Activity Three/Sight reading(5') 
Activity Four/Theory(lO') 
Activity Five/Playing melodies (1 0') 
Activity Six/Theory Check Point (10') 
Activity Seven/Extension 
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Activity One/Revision 
Subjects revised the two melodies from Module Two, Activity 
mfi:ree: "Turn on the Sun" and II Aunt Rhody". 
Activity Two/Ear Training 
Two bar rhythms using three notes only were played. There were 
examples, each one was repeated. After the second:hearing, the 
ts repeated the rhythm. The notes -used were from Middle C, D 
. The objective of this exercise was to develop aural skills in the 
f rhythmic awareness as well as using first three fingers of the 
An example is included below 
In the second exercise, a series of 5 notes were played using Middle 
D and E only. The series was then repeated with two notes being 
red. Subjects were asked to record the changed note by writing a 
l:>ers to indicate which note had been altered. If, for example, the 
and nate and third nates was changed a 2,3 was recorded. There 
e five examples and answers were recorded in the Module Three 
,,,~"'"''"'"'" .... heet. 
Q( 
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Activity Three/Sight Reading 
Two examples were given95. One example was written for the right 
only and one for the left hand only. Subjects were asked to read 
through and then perform them. Fingering was not included. The 
used, Middle C, D and E matched those used in Activity Two. Only 
: arter, half and whole notes were used. Examples were four bars long. 
Activity Four/Theory 
The Module Two Task Sheet was returned. The sheet had been 
mrarked. 
The quarter note (crotchet) and whole note(semi -breve) rests was 
~ oduced and two examples were given using the quarter note rest. 
eyserved a double purpose, to provide examples of how the rests are 
Jtten and also two further examples of music to perform (one for each 
pd) thus further reinforcing Activity Three. The whole· note rest was 
,j'ed later in the module in the Module Three Task Sheet. 
Activity Five/Playing Melodies 
Two melodies were included. Three were for both hands. "Aunt 
Ody" used the left hand throughout. The subjects had already learned 
{fRplay the melody of "Aunt Rhody" in Module One. "The Grand Old 
llllke of York" also used both hands but this time, the hands were not 
d at the same time. This was a deliberate ploy to show subjects a 
e of music using both hands that was more simple to play than 
Ref. p.280-283. 
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"Turn on the Sun" and would result in a quicker and more satisfactory 
musical result. It also included the whole bar rest which had been 
taught as a new concept in Activity Four. 
Activity Six/Theory Check Point Three 
The Theory Check Point Three was a short test based on the theory 
of music required for Module Three. The subjects completed the test 
dpring the class time. The test results were marke·d and_:xe.turned 
during the delivery of Module Four. 
Activity Seven/Extension 
This section of the Module provided two further examples of 
melodies of the same level of difficulty as already encountered in the 
.Activity Five. Melodies were for both hands. 
Module Four (Blue) 
At the end of Module Four subjects will be able to 
demonstrate a knowledge of basic theory; 
demonstrate the ability to perform a piece of music 
involving tied notes, both clefs and using both hands; 
display an ability to sight read simple music in both the 
treble and bass clefs; 
demonstrate an ability to play back patterns of music 
using four notes a tone apart. 
display an ability to write music from dictation. 
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Time management structure 
Activity One/Revision (1 0') 
Activity Two/Ear training (5') 
Activity Three/Sight reading(5') 
Activity Four/Theory(lO') 
Activity Five/Playing melodies (1 0') 
Activity Six/Theory Check Point (10') 
Activity Seven/Extension 
Activity One/Revision 
Subjects revised the two melodies from Module Three Activity 
!fhree, "Aunt Rhody" and "The grand old duke of York". 
Activity Two/Ear Training 
Two bar rhythms using four notes only were played. There were 
Wve examples, each one was repeated. After the second hearing, the 
~~pbjects repeated the rhythm. The notes used were Middle C, D, E and 
o:<<~ 
~~; The objective of this exercise was to develop aural skills in the area 
;~J rhythmic awareness as well as using first four fingers of the right 
"~~~ 
~~hand. 
An example is included below 
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Two short rhythms were played and subjects wrote them down. 
~~qh example was played twice. The two rhythms were as follows. 
';Y' , 
Firsf example 
' ~ j j I :J I 1 j :J II tJ .. 
Second example 
' ~ :; 1 J J I 1 1 J 1 J II 
Activity Three/Sight Reading 
Two examples were given. 96 One example was written for the right 
d only and one for both hands. Subjects were asked to read the 
.· es through and then perform them. Fingering was not included. 
notes used, Middle C, D, E and F were used matching those used in 
vity Two. Only quarter, half and whole notes were used. Examples 
four bars long. 
Activity Four/Theory 
The Module Three Task Sheet was returned. The sheet had been 
ffl;a'tked :}%;:k,' _,_ • 
Tied notes were introduced and two examples were given in the 
Ref. p. 284-287 
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Four further examples were written on the whiteboard, they were 
.ayed using Middle C only. They were performed before the examples 
the booklet, an example is included below. 
·Activity Five/Playing Melodies 
One melody only was included in this section of the Module Four. In 
of the author, tied notes can cause problems especially as 
the overall length of the notes are concerned. 
The arrangement of "The Saints" used both hands and incorporated 
hand work where the notes sometimes were played either the same 
as the notes in the right hand or at the same time. This 
sented an advance upon previous pieces performed in the field 
programme which only used one of these skills in any one piece. 
half note (minim) rest was used for the first time in this piece and 
explained to the subjects. 
Activity Six/Theory Check Point Four 
The Theory Check Point Three was a short test based on the theory 
;'?tmusic required for Module Four. The subjects completed the test 
C~hting the class time. The test results were marked and returned 
~~Nring the delivery of Module Five. 
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Activity Seven/Extension 
This section of the Module provided a further example of a melody 
>;the same level of difficulty as already encountered in the Activity 
ie. The piece, "The Banks of the Ohio" contained a number of tied 
tes. The left hand part, however, was not played at the same points 
the music as the right hand part. 
Module Five (Orange) 
At the end of Module Five subjects will be able to 
demonstrate a knowledge of basic theory; 
demonstrate the ability to perform a piece of music 
involving dotted quarter notes; 
display an ability to sight read simple music in both the 
treble and bass clefs; 
demonstrate an ability to play back patterns of music using 
five notes a tone apart; 
display an ability to write music from dictation. 
Time management structure 
Activity One/Revision (10') 
Activity Two/Ear training (5') 
Activity Three/Sight reading(5') 
Activity Four/Theory(lO') 
Activity Five/Playing melodies (5') 
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Activity Six/Theory Check Point (10') 
Activity Seven/Extension 
'further revision of "Turn on the Sun" and n-The grand old duke of 
k" if required for test. 
Activity One/Revision 
Subjects revised the three melodies; from Module Two "Turn on the 
from Module Three "The Grand Old Duke of York" and from Module 
"The Saints". The first two pieces were to be performed in a 
al test at the end of the field trial. 
Activity Two/Ear Training 
Two bar rhythms using five notes were played. There were five 
les, each one was repeated. After the second hearing, the subjects 
d the rhythm. The notes used were Middle C, D, E, F and G. The 
tive of this exercise was to develop aural skills in the area of 
mic awareness as well as using first four fingers of the right hand. 
examples followed a stepwise pattern. 
An example is included below 
i ; 1 J J J J J I e II 
Two short rhythms were played and subjects wrote them down in 
Module Five Task Sheet. These dictations were assessed as a -part 
written test. Each example was played twice. The two rhythms 
as follows. 
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First example £~11 IJi11J.l~ I t.l ... ... 
Second example $ ~ 1 J j j j I~ 1 II 
Activity Three/Sight Reading 
Two examples were given (ref. Module Five booklet). Both 
mples were written for the right hand only. Subjects were asked" to 
ad the pieces through and then perform them. Fingering was not 
luded. The notes used, Middle C, D, E, F and G were used matching 
se used in Activity Two. Only quarter, half and whole notes were 
. Examples were four bars long. 
Activity Four/Theory 
The Module Four Task Sheet was returned. The sheet had been 
~arked. 
Dotted quarter notes were introduced and an example given in the 
,:Buoklet. 
Activity Five/Playing Melodies 
One melody only was included in this section of the Module Four. 
In the experience of the author, tied notes can cause problems as far· as 
the overall length of the notes are concerned. 
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Four further examples were written on the whiteboard, they 
e played using Middle C only. They were performed before the 
rnples in the booklet 
Activity Five/Playing Melodies 
One melody only was included in this section of the Module Five. 
·hoven's "Ode to Joy" contained a number of dotted quarter notes. 
was the longest piece of music_ in the total programme and required· 
·ned and accurate effort to ensure an overall satisfactory musical 
t. Phrase marks were included and explained to the subjects, A 
performance was required with clear endings to the phrases. A 
legato is hard to achieve on an electronic keyboard. Enoch notes 
an electronic keyboard requires a different touch to the piano to 
e the same effects.97 
The left hand part was basically a chordal one requiring quick 
s in bars 8 and 16. 
Activity Seven/Extension 
This section of the Module provided a further example of a melody 
same level of difficulty as already encountered in the Activity 
The piece, "Waltz" required a smooth, legato style of performance. 
left hand part, however, was not played at the same points in the 
as the right hand part as was the case in 'Ode to Joy". 
Enoch Yvonne (1993) p 12-13. 
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The "Waltz" provided subjects with another opportunity to play a 
of music in simple triple time. 
A further revision of the two pieces for the practical test for the 
[~tiowing week was required. 
I:Iieyarrangement and composition of songs and pieces used in the five 
!ftt;~\>>-:<~ 
modules which made up the field trial programme. 
All the arrangements of melodies in the field trial were done by the 
r. 
These arrangements were included in the programme to provide a 
y of music that was not known to the subjects. It was intended that 
se pieces would have forced the subjects to rely on their reading 
ls, given the fact that the melodies of a number of the other items 
'uld have been well known to them. In addition, a number of short 
ces were composed by the author for this programme. 
"Opus One" 
"Waltz" 
"Happy Days" 
"Swing Along" 
"March" 
"Trumpets" 
Module One 
Module Two 
Module Three 
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Module Five 
"Waltz" 
The Field Trial Programme 
The programme 
All Second Year primary school trainee students at the Christchurch 
liege of Education are required to take a teaching study course in 
. This course is essentially a continuation of a similar course taken 
:First Year students. 
The second year course is 24 hours long and is held once a week 
'er a twelve week period. The weekly sessions each last for two hours. 
~·first hour is spent in studying classroom programmes, materials and 
thodology. The second hour is devoted to the study of an instrument 
t would be of use in implementing a classroom music programme. 
:urse members are given a choice between learning to play the guitar 
The field trial programme was written for Second Year students 
ring the keyboard course as beginner or near beginners on 
oard instruments. Students who already had a background in 
the keyboard were taught at a different time in the week using 
advanced programme. The twelve week keyboard course is split 
two blocks of six weeks each with a gap of eight weeks between 
block. Because of this division into two widely separated periods 
7 1 
me, it was decided that the field trial programme would be 
ducted in the first six week block of the programme. 
The allocated six week period set aside for the field trial programme 
divided into two parts. The first five weeks were spent in working 
ugh an ongoing set of five modules whilst the sixth week was 
ignated as the time when practical keyboard tests would be 
,~rtaken by the the course members. 
The Subjects 
36 subjects were involved in the field trial programme. They were 
"'Jded into two groups of equal size. 
There were 5 males and 3 I females in the field trial programme. 
~re were 3 males and 15 females in the Control Group and 2 males 
Jtl6 females in the Experimental Group. 
24 subjects were students who were'taking a short, two year 
'ining course, this group had, for the most part, completed a 
ersity degree or already held other qualifications. I 2 subjects were 
ihg the three year course of training. 
All I 8 members of the Control Group came from the short course 
up. 6 members of the Experimental Group came from the short 
t:y,,t)l'se group and 12 came from the three year course group. 
Subjects from the short course group tended to be slightly older 
members of the three year course group by 4.5 years. 
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Both groups were presented with an identical programme. The 
tal Group worked in pairs and learned to play the keyboard 
a cooperative mode of learning. The second group, the Control 
, was taught in a tutor directed mode of learning. 
The selection of the Control and Experimental Groups 
The Christchurch College of Education, Primary Programmes, 
'erates on a system where students are placed in tutor groups. For the 
st two years of training, tutor groups rotate round the various 
riculum courses offered. The field trial programme operated in the 
ond Semester (ie. the second half) of 1993 and was a part of the Year 
music curriculum course. 
Three second year tutor groups were scheduled to take the second 
ar music course for the second Semester of 1993; 92A, 92E and 92F 
refers to the year of entry to the Christchurch College of Education). 
author had met with each of these three tutor groups prior the 
sic course and explained the contents of the course outlines as well as 
eld trial programme for beginner keyboard performers. Subjects 
;wc.:::re then asked to select an instrumental option (guitar or keyboard). 
was done so that the instrumental option could start on the first 
of the course. 
The criteria for entry to the beginner keyboard class was ,that 
!'ttbjects should have had no previous experience in playing the 
~~yboard or such limited experience that they needed to start from the 
i:\tk,c<-
§,~ginning again. On the data collected from the questionnaire that the 
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ts completed at the end of the field trial programme, it was clear 
a few subjects fell into this second category.98 The subjects who 
to take part in the beginner keyboard programme were initially 
t told which group (the Experimental or Control Group) they were 
ing to be placed in. 
The following numbers of subjects who elected to take part in the 
r keyboard programme were; 92A 12, 92E 18 and 92F 6 
ing a total of 36. Several more from each group opted for the 
ced keyboard course, there was a small group of subjects (7) 
se keyboard ability appeared to be only marginally better than 
se who opted for the beginner class. This group was given a 
rent keyboard programme and was not involved in the field trial. 
fhe college time table made it impossible to mix subjects from 
erent tutor groups in the same classes. Also, the complex nature of 
ooperative learning keyboard programme prevented a mixture of 
ects involved in two different learning modes in the same class. 
~refore it was decided· to create four keyboard classes altogether from 
three tutor group (with subjects from one tutor group,92E, being 
ed into two classes) in order to equalize sizes of groups across the 
learning programmes (ie the Control and Experimental 
The maximum size of the group also had to relate to the number of 
~~Yailable keyboards in the keybo~rd laboratory (12). A survey car.ried 
~~ut by the author into keyboard laboratories in all the 6 New Zealand 
Ref.p.l49-160. 
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~'~Colleges of Education (1993) indicates that the average size for keyboard 
ff~lasses was 12.6.99 
One group was made up of 92A and 92F subjects, the other group 
s made up of 92E subjects. Each group was split into two classes. and 
ch group contained one class of 6 subjects and one of 12 subjects. The 
eal arrangement would have been 4 classes, each with 9 subjects. 
,wever, for timetabling reasons, this was not possible. The above 
utio n s eem:ed to provide the best p.o s sib le alternative in the 
cumstances. 
The 92E group who formed the Control Group was split into two 
~sses. This was done on a voluntary basis. One class was held at the 
eduled time (the larger group) and the second class was held during 
The question of which group was to be the Control Group and which 
sto be the Experimental Group was a random one and came down to 
e toss of a coin. The 92A and 92F groups formed the Experimental 
up and the 92E group formed the Control Group. The Control Group 
peared to have a slightly better musical background than the 
Ref. p. 245. 
Ref. p 149-161 
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The selection of pairs for the cooperative learning programme 
Members of the Experimental Group were asked to select their own 
r for the field trial keyboard programme.IOl This ensured that 
was compatibility in terms of personality between the pairs. A 
pairing could impede the progress of a cooperative learning 
amme which requires that members of the individual groups (in 
case, pairs) work closely together during the programme achieving 
h degree of interdependence 102. This system_ appeared to work 
as there was little or no observable friction between pairs during 
The problem of pairing people of different musical ability was not a 
or one and although small differences did exist in terms of musical 
und between partners, the common factor was that all members 
Experimental Group were beginners or near beginners in terms of 
arding skills. 
There were 3 pairs of 2 in the 92F Experimental Group an·d 6 pairs 
in the 92E Experimental Group. 
There are a number of different ways in which groups can be constituted. 
author noted that in some studies, the facilitator used criteria such as mixed 
ty groupings, gender groupings etc. Johnson and Johnson (1991) discuss the 
possibilities. p.64 
Ibid. p. 60 
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The Field Trial Programme 
The Cooperative Learning Programme 
The cooperative learning programme was undertaken by the 
~xperimental Group over a 5 week period. Week one involved peer 
,;;;; 
;teaching between pairs of subjects. The programme for weeks 2 to 5 
fiCis a cooperative one. 
Throughout the programme the subjects worked closely with each 
er and also with the author. There were many opportunities for 
stions to be asked of the author (who was also the tutor). The 
r saw his role very much as a facilitator or guide throughout the 
trial. Eastlund proposed that a greater understanding of content 
result from interaction between the scubjects, the content and the 
with the teacher in the role of guide.l03 The author was also 
that many of the subjects were interested in the cooperative 
rning model as a possible learning style that they could adopt in their 
classrooms and at various points in the programme specifically 
rred to how parts of the programme could be used in the 
In the first lesson, partners worked closely together and pooled 
combined knowledge in all the activities that made up Module One 
from activities which involved them with their task sheet). This, 
were, set the stage for the following four modules when each 
became the 'teacher' in alternate modules. 
Eastlund J.(1990) Site based management as a tool for reform. p. 25. 
"As a cooperating teacher you should orient the student teacher to the 
situation, facilitate the teacher's assimilation to the classroom." Smith J. 
p 25 
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9 pairs of subjects were involved in the field trial programme. 6 
~p,airs came from the 92A tutor group and made up one class and 3 pairs 
~,ccame from the 92F tutor group and made up the second class. 
Subjects in the cooperative learning programme worked in pairs. 
seemed to be the most practical solution as to the desirable size for 
group working in a keyboard laboratory. The keyboard laboratory 
d for the cooperative 'learning programme contained 12 keyboards 
ich were arranged in pairs. The keyboards contained earphones so 
at subjects were able to work independently of each other if they 
'$'hed to. Subjects needed to communicate with each other at several 
ints in the programme. When this was necessary, headphones were 
oved and if the keyboards were required, the volume was kept at a 
w level so that other groups in the laboratory were not disturbed. 
is system appeared to work very well. The author had found, from 
sown experience, that better results were obtained in keyboard 
,,,<oratories when headphones were used sparingly. 
When pairing is used in a cooperative learning programme, it is, 
ularly important that subjects are as compatible as possible with 
h other. To ask two subjects to work together and assume that 
tive interaction will automatically take place would be a mistake. 
son and Johnson noted that "a cooperative goal structure leads to a 
oti ve interaction between students" .105 At the start of the field 
programme, subjects were briefed as to what the objectives of the 
se were. These were 
Johnson D.W., Johnson R.T. and Hulobcc E.J. (1990). p 27. 
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to demonstrate an ability to perform a repertoire of songs 
suitable for the primary classroom on the keyboard: 
to demonstrate an understanding of the theory of music to 
a level that matches the ability of subjects to perform a 
repertoire of pieces on the keyboard. 
Subjects in the Experimental Group clearly understood that to 
aehieve these objectives, .. it was critical that each member of the group 
~ould have to make a positive contribution. Each group was made up of 
~wo subjects. Clearly the degree of dependence would have to be very 
'[{lgh and probably more so than had the groups been larger. Research 
~onducted by Fraser et al. appeared to suggest that groups of two 
f~emed to be particularly appropriate for adult learners.l06 Johnson 
~clld Johnson note that a small grouping does have its advantages too, 
,:;:_; __ _ 
~:ivlthin a pair students have to manage (only) two interactions" )07 
Subjects entered the field trial with no or very little background in 
;playing the keyboar·d and in the vast majority of cases, a very slight 
~pderstanding of the theory of music. They therefore started from 
p~arly the same point. It was interesting to note that when, at the 
fQmpletion of the course, subjects were asked to comment on problems 
~~at might have arisen from a cooperative learning programme, one that 
s raised was "the possibility of partners not being of the same ability" 
•·• The important point being that this situation was not perceived as 
'~wing happened to them personally in the field trial. The author was 
Fraser, S.C. et al. (1977) p.101-108. 
Johnson D.W., Johnson R.T. and Hulobec E.J.. (1990). p 23. 
Ref. p. 199. 
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ilso aware that although generally partners had reasonably similar 
~usical backgrounds that each member of the pair was also unique and 
~mad to be recognised as an individual with their own perspective of 
~hat they hoped to achieve from the course.109 
Personal independence was another important aspect of the 
; that each partner would bring something to the programme 
was essential for the overall success of the programme. "The first 
ment for an effectively structured cooperative lesson is that 
ts believe that they sink or swim together." 110 
The cooperative programme followed the following pattern for 
Two, Three Four and Five. At the start of each lesson, one of the 
' (the teacher) met with the author and was given the appropriate 
booklet.lli The author then briefed the 'teachers' on the 
of the Module as a whole and, in particular, concentrated on the 
area (or areas) which was to be taught in turn to the partner. 
he "teacher" was given the appropriate information, and then 
d another Module booklet for the partner. This booklet had the 
blacked out which contained information relating to the specific 
) of learning to be taught. The 'teacher" was also given a teaching 
. The card contained the information that had been deleted from 
partner's booklet. In addition the teaching card contained 
entary information required for the 'teacher' to brief their 
tner. The same supplementary information was also used by the 
or when he tutored the Control Group. The author put this 
De Nardi G. and O'Hearn R. .(1992) p. 22-25. 
Johnson D.W. and Johnson R.T. (1991). p.55. 
Ref p. 270-293. 
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~£jt.formation on a whiteboard placed at the front of the keyboard 
~;~11boratory. 
In the following lesson the roles were reversed and the teacher in 
previous module became the one being taught thus creating a type 
igsaw effect in the learning pattern for the group. At the end of 
Five, both partners had therefore two opportunities to be both 
teacher and pupil. 
Module One followed a different pattern. Both partners were 
efed by the tutor at the start of the lesson and shared the teaching 
ities in an unstructured way. This was done so that partners had 
opportunity to work with each other in an informal way and to 
e used to each other as partners in the programme. This situation 
provided opportunities for cooperative learning if not in the more 
way used in following four modules. The pair decided who 
be the first "teacher' for Module Two. 
Subjects entered the programme with a similar base of skills and 
tandings. Given this situation, skills that were brought into the 
amme would be new to both partners. Therefore, if one of the 
s were introduced to a new skill or understanding by the tutor, it 
ld follow that for the other partner to succeed, it would be 
sary that accurate briefing would have to take place not only 
een the tutor (the author) and the partner who was briefed but 
and equally important, between partner (as the teacher)· and 
(as the one being taught). Data collected from the questionnaire 
8 1 
completed by the students, indicated that they felt that the level of 
~2ommunication, at both these stages, was very good. 112. 
The briefing took 10 minutes before the Module was delivered. 
:fhe length of time for the delivery of the Module was 50 minutes (the 
~ame as for the Control Group). 
The 'teacher' then briefed his/her partner just before the 
~'erformance section of the module. -Th.e briefing lasted for 5 minutes. 
Jltwas most important that the briefing did not exceed 5 minutes .. Had 
1;:;0:: 
~~,longer time been made available, it would have been difficult for the 
/// 
~~tlbjects to have completed the module. The briefing also included 
!:>'"---' 
~pentifying the overall objectives for the module, bearing in mind that 
;[~{)operative learning was a feature of virtually all of the module. 
The pairs in the Experimental group were actively encouraged to 
st each other at all stages of the module except where they were 
ired to work from their task sheets. 
At the conclusion of the module they were also encouraged to go 
~~~rough a form of debriefing to insure that the objectives for the module 
ttt;;\_ 
iJJ(ad been met. Informal debriefing also occured during the lessons at 
~tljose points where it was considered to be appropriate by subjects.l13 
At all stages of consultation between the pairs, the author was able 
con tribute to the process if asked specific ally to do so, or, if he 
ceived that there were serious misunderstandings regarding the 
Ref p 194-195. 
Johnson D.W. and Johnson R.T.(1991) p. 149. 
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!materials being taught being relayed from the 'teacher' to his/her 
~­
fpartner. 
The specific teaching points relating to each module were as follows. 
specific areas of learning for each module are given first, followed 
information relating to the briefing support and teaching materials 
Module One involved both of the subjects in a shared peer teaching 
is~.tuation. Both partners were briefed at the start of this module. One 
%{": 
rtner only was briefed at the start of Modules Two, Three, Four and 
e which used a cooperative style of learning. 
Specific areas of lean1ing 
Module One 
Revision of simple reading skills including a 
knowledge of the treble clef, simple triple 
and simple quadruple time. 
Module Two 
The bass clef 
Performing a piece of music using both clefs and both hands 
("Turn on the Sun"). 
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Module Three 
Rests (quarter and whole note rests) 
Performing a piece of music incorporating rests ("The grand old 
duke of Yorkn). 
Module Four 
Tied notes 
Performing a piece of music using tied notes (nThe Saintsn). 
Module Five 
Dotted quarter notes. 
Performing a piece of music using dotted quarter notes ("Ode to 
Joy"). 
Support and briefing materials used 
Module One 
Contents 
Treble clef, simple triple and quadruple time,quarter,whole and 
half notes. 
Briefing details 
Whiteboard used to reinforce learning areas of module. Areas 
covered, bars in triple and quadruple time. 
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Module Two 
Contents 
Bass clef diagram showing position of bass clef relative to the 
treble clef. 
Briefing details 
Fingering for left hand relative to both the keyboard and the 
required notes in the bass clef (C and G). 
Tutor taught the 'teacher' "Turn on the sun" 
Teacher' to take partner through "Turn on the sun It 
The new concept of reading both clefs simultaneously. 
Module Three 
Contents 
The quarter(crotchet) and whole note (semibreve) rests. 
Bass clef, incorporating rests. 
Briefing details 
Fingering for left hand relative to both the keyboard and the 
required notes in the bass clef (C and G). 
Tutor taught the 'teacher' "The grand old duke of York". 
"Teacher to take partner through "the grand old duke of York" 
as well as a teaching card containing examples of rests. 
Contents. 
Tied notes. 
Module Four 
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Briefing detail 
A teaching card including several examples of tied notes. 
Tutor taught "The Saints" to the 'teacher'. 
"Teacher" to take partner through examples as well as through 
the set piece, "The Saints" 
Module Five 
Contents 
Dotted quarter notes 
Briefing details. A teaching card including several examples 
of dotted quarter notes. 
Tutor taught "Ode to joy" to the 'teacher'. 
"Teacher" to take partner through examples of dotted quarter notes 
as well as through the set piece, "Ode to Joy". 
Outcomes resulting from participation in the cooperative learning 
programme. 
A feeling of support and cooperation came through strongly from 
subjects' evaluation of the programme. 
When asked to list three advantages (in order of importance) that 
subjects saw in learning to play a keyboard in a cooperative learning 
, the responses from subjects from the Experimental Group placed 
tual support and encouragement" at the top followed by 11 Positive 
non-threatening atmosphere 11 and with "Two supporting teachers" a 
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tfistant third. These responses were not selected from a list of possible 
::::5----
~nswers and were the subjects own, individual answers. 
These responses lay very close to what Johnson and Johnson state. 
encourage a positive and effective learning environment and to 
the achievement and socialization outcomes of schools, we must 
that cooperation is the forest-competition and individualization 
An interesting outcome was that when subjects were asked if they 
use a cooperative learning programme in their own classroom to 
musical instruments, the response was very positive. When 
sed further as to how often they would use this learning mode, most 
indicated that they would use it fairly frequently .115 This was 
gratifying result for the author who believes that if teachers are 
t new teaching strategies, it is important that, if possible, they 
able to experience it themselves at first hand. 
The author as a role model 
The author was very aware that the subjects in the cooperative 
ing programme would have been particularly interested in his 
nal direction of the course. He attempted to adopt the role of a 
er and a facilitator. Johnson and Johnson saw the teacher as a 
nitor who checked on the functioning of the learning groups, 
vening and offering assistance when it appeared that it,was 
sary to do so.ll6 
Ibid. p. 55. 
Ref. p.200. 
Johnson D.W. and Johnson R.T. (1990) p. 61 
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The subjects were familiar with the concept of cooperative learning 
for virtually all of them, the field trial programme would have been 
first time that they had experienced cooperative learning as actual 
ants. 
There was one exception, a subject who had taken part in a 
operative programme involving the writing and production of an 
eretta for children. This project was carded out in 1992 as a part of a 
.ristchurch College of Education music course in the composition of 
QSic and directed by the author. The subject had been an enthusiastic 
The author believes in the value of positive reinforcement and used 
is teaching strategy reasonably frequently during the field trial. He 
ted that the subjects responded to encouragement.117 Sus an O'Neill 
tes that musically gifted children 11 rated their teachers very highly on 
warmth' dimension such as friendly, encouraging and nice." She then 
•mised that 11 it may be much more important for music teachers to be 
~ctive at encouraging and motivating children than for him or her to 
splay impressive musical abilities. u 118 The importance of pupils 
rceiving their teacher as belonging to a similar world to their own is 
sed by Goodlad .119 
The subjects completed a questionnaire at the end of the field trial. 
~fliiestion 7 asked them to comment on the delivery of the course. All of 
;;;::-
O'Connor J. (1992) p. 24. 
O'Neill S. (1993) p. 24. 
Goodlad S. (1979) p. 58. 
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Experimental Group recorded a 5 rating (very effective) and all but 
of the Control Group also recorded 5s. The other two subjects gave 
a 4 rating. The final question asked them to add their own 
These comments were, of course, unsolicited. 18 subjects (8 
Con tro 1 Group and l 0 from the Experimental Group) 
very positively about the quality of the tutoring.120 
Ref. p.181-182. 
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CHAPTER FOUR 
The Field Trial Programme 
.]2ata resulting from the field trial programme (during the programme) 
36 subjects took part in the field trial programme with equal 
in both the Experimental and Control groups. The author was 
that numbers were evenly balanced. The number of subjects 
study was not large. However· the author noted that another study 
searched on cooperative learning contained a similar number of 
ects and numbers were not as evenly balanced between the two 
There were 31 females and 5 males in· the programme This ratio 
representative of the Christchurch College of Education primary 
ammes students as a whole. The majority of the subjects (28) 
in the 18-25 age group. 
Data was collected and processed from all five modules used during 
programme. After the completion of the Module Five, a practical 
was conducted and was also assessed. 
Data from Module Five and the final practical test was assessed by 
~~independent assessor. The Module Five test stood apart from the 
f:L 
lther four module tests in that subjects were required to apply their 
f<. ~,~:ading skills by relating them to a piece of music using both the treble 
~~nd bass clefs ( something they had not been asked to do before). The 
~s~cond question required them to insert barlines into an unbarred piece 
Fraser et al. (1977) p 101-108. 
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ic. The overall level of difficulty was thus higher than for the 
four modules. 
Data was collected from two areas of the five Modules; from the 
tions concerned with ear training and from the section concerned 
th the theory of music. 
Each module had an associated Task Sheet which was completed by 
subjects during the classes; The·:'Eask Sheets covered the a:reas of 
r training and the theory of music. The Task Sheets were then 
lected by the author who marked them after the class was over. The 
sk Sheet was then returned to the subjects during the next class. The 
Jects checked over corrections and returned the sheets to the au thor 
o then filed them. 
The Task Sheets were marked with a tick if the answer was correct 
in the case of an incorrect answer, an explanation was given as to 
ere the error(s) had been made. The subjects were certainly very 
are of how they had achieved in their task sheets in terms of correct 
swers and also why errors had been made. Actual marks were not 
The author was conscious of bringing any variables into the 
am me which might have affected the smooth running of the 
ramme. The system of marking used for the purposes of data 
was reasonably complex and it was felt that ongoing (weekly) 
s of the marking system to the subjects would not have been 
to the field trial as a whole. Both the students and the 
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isor were aware of this situation which was agreed upon at the 
of the programme. 
The author also believed in the use of positive reinforcement 
n reasonable limits) and particularly with subjects who have a 
background in music and often felt most insecure in the early 
ges of acquiring new and unfamiliar skills. A poor mark could have 
dan adverse affect on a subject and especially in the early stages of 
programme. It must be stressed that the ·su:b.jects who took part in 
field trial generally had a very limited musical background)22 
The field trial keyboard programme represented only the first part 
keyboard course. Grades and marks were awarded to students as 
suit of their final achievement in the c'ourse as a whole and were 
on both practical performance and knowledge of the theory of 
c at the point at which they arrived on the completion of the 
se. Subjects were kept in touch with their progress during the 
and clearly defined criteria were provided as to how grades were 
d.123 
Subjects were very pleased with the feed back they received during 
field trial programme as can be seen in their comments on the 
and the delivery of the course in the questionnaire).124 They 
.d not appear to be concerned with the fact that they did not receive 
rks as such during the field trial. They appeared to be more 
terested in their own (or their partner's) progress relative to the feed-
Ref. p.149-160. 
The field trial represented only the first part of the keyboard course for the 
. The course continued for a further six weeks and final course grades 
given to the subjects based on their performance over the complete course. 
Ref. p.181-182. 
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'~ack they received in other forms such as positive reinforcement. 
:': 
~agan posed a very interesting philosophic question when he asked if 
~~wards (for example, marks) actually eroded intrinsic motivation.l25 
~he author believed that the absence of marks or grades made a 
~~psitive contribution to the course and eliminated undesirable form of 
~~mpetition between the subjects. Research by Johnson and others 
~~~:~;?_:, 
~~Vealed many undesirable features in competition between learners.l26 
Very few absences were recorded during the field trial programme. 
ere were only 6 absences over the first five weeks of the programme 
,d with 2 exceptions, (one from Control Group and one from the 
perimental Group) which applied to Module Five ( the Cooperative 
oup ), subjects were able to catch up. This small number of absences 
resented only 3.33% of the total number of possible attendances. 
Yen the fact that the field trial programme was run during the winter 
rm, the attendance percentage was very good The problem of 
ssible absences had been anticipated before the field trial programme 
mmenced. A special time was set aside at a lunch hour when the 
dule could be delivered again. 
When a member of the Experimental Group was absent, as 
ppened on two occasions, the teaching partner did not attend the 
ss, but then sat the Module at the rescheduled time along with the 
bject who had been absent at the original scheduled time. This 
lution allowed for the cooperative teaching model to continue for the 
bjects concerned; they were then able to slip back into the programme 
~en the next module was scheduled .. 
Kagan S. (1990). 16:8. 
Johnson W.D.,Johnson T.R. and Johnson Holubec E. (1990) p 3. 
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One subject from the Experimental Group was absent for the final 
dule. The above system was applied, but unfortunately a time 
nstraint meant that it was not possible for that subject to complete the 
/eory part of the final test. The subject's partner had completed the 
at an earlier stage. The result from the uncompleted part of the test 
e theory of music) has not been included in the sum of the raw scores 
Module Five, Theory of Music and the result for this module was 
Jained by dividing the raw score by 17.127- The::result from the 
:ptpleted part of the test (ear training) was included. This was done in 
particular way because independent data was collected from both 
of the test. 
The other areas of the programme, sight reading and performance 
'lis, were monitored closely by the author. It did not appear that very 
'able data could be obtained from these areas given the number of 
ces that would have had to be assessed. Also, variables would have 
Vitably appeared in any situation where one subject had more time 
Je·arn a piece of music than others . This would certainly have been 
case if the author, for example, had attempted to assess all 
formances given by a number of subjects within the context of a fifty 
ute lesson. The assessment of an instrumental performance has to 
an individual exercise whereas the delivery of ear tests or of a test 
the theory of music can be given to all the group at the same time so 
1tninating the variables that would otherwise have occured with the 
essment of individual performances. 
There were 18 subjects in the Experimental Group. 
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The author, as stated, did monitor the performance skills of all the 
~(Jbjects. He used a system involving a mark (a 10 point scale was used 
j~,~~-' . 
iwlth 10 as the highest grade). The data collected is referred to but 
~t:"> 
~~ould be seen only as indicating a general, rather than a specific level 
If-achievement. At the conclusion of the field trial programme, subjects 
~ii~\:>' 
~'"ere tested on their ability to perform two pieces of music under 
nditions which were much more reliable in terms of the validity of the 
ta involved. This data was analysed in a separate part of the report 
·the field trial programme (ref. Data resulting from the field trial 
ramme on the com letion of the ro ramme ).128 
The results of the data collected from the four Task Sheets relating 
h module are presented in the following form; a heading, a table 
then the results of the findings with some added comments. The 
used in this section of the report was only that concerned with the 
of music and ear tests (A ural training). For reasons already 
data referring to the performance aspects of the programme was 
sidered in a separate section.I29 The data is expressed as a 
entage because the total for each test was not always the same. The 
or compared results between groups by using a mean (average) 
y, he did not use standard deviations. Given the small number of 
ects involved in the field trial programme, this seemed to be the 
way of expressing results from data collected from the field trial. 
Data relating to the theory of music tests from the first four 
ifiodules is presented first followed by data relating to the ear tests (or 
~~ural training section of the field trial programme). 
Ref. p.109. 
Ref. p.114-126. 
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~ta relating to the theory of music tests from Modules One, Two, Three 
z,,,h 
:ttHdFour. 
~ 
Table 1 
Module One (Task Sheet One) 
·Mean of scores 
Control Group Experimental Group 
97.19% 98.25% 
Responses from all 36 S1Jbjects 
The possible total was 16; marks were converted into a percentile. 
groups scored very highly with the Experimental Group slightly 
(1.06%). 
This result was not unexpected as the material tested was already 
~~~sonably well known to the subjects. 
The Experimental group pairs were allowed to consult with each 
in general terms only about the theory section in the module 
to the test. They worked independently during the test. 
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Table 2 
Module Two (Task Sheet Two) 
Mean of scores 
Control Group Experimental Group 
91.85% 95.37% 
Responses from all 36 subjects 
The possible mark was 30; marks were converted into a percentage. 
Both groups scored highly with the Experimental Group ahead 
~~.52%). 
The gap between the groups had increased by 2.46% 
The Experimental Group pairs were allowed to consult with each 
er in general terms only about the theory section in the module 
lor to the test. They worked independently during the test. 
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Table 3 
Module Three (Task Sheet Three) 
Mean of scores 
Control Group Experimental Group 
88.19% 88.04% 
Responses from all 36 subjects 
A very close result with the Control Group very slightly ahead 
115%) 
The Experimental group pairs were allowed to consult with each 
in general terms only about the theory section in the module prior 
the test. They worked independently during the test. 
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Table 4 
Module Four (Task Sheet Four) 
Mean of scores 
Control Group Experimental Group 
' 
92.35% 94.41% 
Response from 36 subjects 
The Experimental Group scored higher than the Control Group 
The Experimental group pairs were allowed to consult with each 
er in general terms only about the theory section in the module 
to the test. They worked independently during the test. 
Results from all four modules indicated that both groups performed 
well. 
The Experimental Group had an overall average of 94.01%. The 
lttrol Group had an overall average of 92.36%. 
The Experimental Group had a better overall average of 1.65%. 
The Experimental Group scored at a slightly higher level than the 
~~ntrol Group in all modules with the exception of Module Three. 
THE UBRARY 
UNIVERS11'Y OF CANTt:FlBUf.lY 
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It was of interest to note that the Experimental Group performed at 
'+$lightly higher level than did the Control Group. The Control Group 
d a superior musical background on entry to the field trial 
gramme in terms of subjects who indicated that they were able to 
d music already .130 It is worth noting that the course was designed 
r beginners in terms of keyboard skills although some of the subjects 
re not total beginners in terms of music reading skills. 
The overall high lev~l~~i performance from both groups in their 
derstanding of the theory of music was also most important for the 
2cess of the field trial programme as a whole. A strong emphasis was 
ced on the ability of subjects to be able to read music without having 
rely too much on fingering. Each module contained a section where 
jects were asked to sight read an unprepared and unfingered piece 
.music. An ability to both identify notes and their relative position on 
e keyboard was critical for success in this area. 
Ref. p.159-160. 
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pata relating to the ear tests in Modules One, Two, Three and Four. 
Ear training was an important feature of the field trial programme. 
author believed that this aspect of musicianship skills is often 
ed in programmes concerned with teaching subjects to play a 
instrument. 
Each Module contained a section concerned with ear training. These 
be identified in the_ Module booklets under the heading "Ear , 
ing". They are placed as the first activity in Module One and as the 
activity in Modules Two, Three, Four and Five. 
Ear training activities were structured so that they both supported 
reinforced the other activities in the Modules. For example, in 
ule Two, ear tests concentrated on the notes Middle C and D as did 
t reading exercises. More information on the relationship between 
ar training section and other sections of the modules will be found 
general description of the field trial programme. 
Where subjects were asked to repeat exercises in the ear training 
gramme, they did so as a group. In supporting the rationale for this 
e of delivery the following example from Module One is given. 
Five short patterns of notes were played twice using Middle C and 
After the second hearing subjects played them back as a group. It 
uld have been both inappropriate and impractical to have directed 
ch example to the individual members of the group. Many members 
both groups were not confident in their musical ability. Had they 
asked to perform as individuals they would almost certainly have 
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nd the experience to be a most stressful one. This, in turn, could 
~Hy have affected their performance in the rest of the programme. 
Also, had a system of repeating the same exercise for each member 
e group been adopted, a marked advantage could have been given 
ose subjects at the end of the list who would have heard the 
n of notes many more times than had those at the beginning. 
A third reason was that an individualised system would have been 
y time consuming. The author believed it is entirely appropriate to 
iver aspects of a an ear training programme to the group as a whole. 
The author monitored the exercise carefully noting when a mistake 
c 
been made by a subject (or subjects) in the group. Where a subject 
ed to have ongoing difficulties with ear training, as was the case 
a member of the Experimental Group, the author worked with that 
on outside the time allocated for the programme. 
The author had previous experience working with groups in the 
of ear training and was well aware when a mistake had been made 
member of the group. He often used positive reinforcement to 
teet individuals who had made mistakes. For example in Module 
one subject from the Control Group did not start on the correct note 
t still played the pattern of sounds rhythmically correctly. All that 
s required was a reminder of the correct starting point when the 
rcise was repeated as well as a comment on the rhythmic accuracy of 
first attempt! Members of the Experimental Group were encouraged 
. assist each other throughout the ear training programme. 
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The author noted that there were some subjects who had found ear 
difficult. 
Subjects used the appropriate module task sheet to record their 
ers in the areas of the ear training programme that required a 
ten response. However, some areas could not be recorded in the 
sheets, for example, where subjects were asked to play back 
s or melodies. 
An actual description of the contents of the ear training programme 
ven in the section of the report concerned with the description of 
ogramme.131 
Results from the ear training Task Sheets are as follows. 
Ref. p.104-107. 
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Table 5 
Module One (Task Sheet One) 
Five patterns of notes were played twice. The second pattern 
was either the same as the first or contained a slight change. 
Subjects recorded an "S" if the patterns were the same or a "D" 
if they were different. (TS) 
Mean of scores 
Control Group Experimental Group 
91.11% 88.89% 
Responses from all 36 subjects 
The Control Group scored 2.22% higher than the Experimental Group 
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Table 6 
Module Two (Task Sheet Two) 
Five patterns of notes were played twice. Each pattern 
consisted of 5 notes. One note was changed when the pattern 
was repeated. The subjects recorded a number indicating which 
note had been changed. 
Mean of scores 
Control Group Experimental Group 
74.44% 71.11% 
Responses from all 36 subjects 
The Control Group scored 2.33% higher than the Experimental 
Group 
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Table 7 
Module Three (Task Sheet Three) 
Five patterns of notes were played twice. Each pattern consisted of 
Two adjacent notes were changed when the pattern was 
The subjects recorded two numbers indicating which notes 
een changed. 
Mean of responses 
Control Group Experimental Group 
77.78% 81.11% 
Responses from all 36 subjects 
The Experimental Group scored 3.33% more than the Control 
Group. 
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Table 8 
Module Four (Task Sheet Four) 
Two short rhythms were dictated, each example was played twice 
l:nd was two bars long. 
Mean of scores 
Control Group Experimental Group 
84.7% 87.06% 
34 responses (17 from each group) 
The Experimental Group scored 2.36% more than the Control Group. 
Overall, the the Control Group had an average of 82% over the first 
modules. The Experimental Group had an average of 82.04%. The 
e between the two groups in terms of overall results, which 
obtained by taking the average of the tests relating to the first four 
, was insignificant (.04%). 
However, it is interesting to note that in both the first two tests, the 
~9ntrol Group scored more highly than did the Experimental Group. The· 
";;1->< 
l!verse was the case in the last two tests with the Experimental Group 
~'fitscoring the Control Group. 
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The Experimental Group entered the field trial with a higher degree 
motivation.I32 Both groups were briefed about the nature of the field 
al prior to the start of the course. The author observed that the 
perimental Group was quite competitive in terms of their progress as 
ropared to that of the Control Group despite the fact that the author at 
stage of the field trial programme discussed the progress of one 
up with the other. This competitive characteristic may have had 
results from the Experimental Group which 
roved steadily throughout this area of the programme. The 
perimental Group also displayed the "Hawthorne Effect", a condition in 
ich subjects try to please the tutor (in this case, the author).l33 
Another factor may have been that the Control Group entered the 
ld trial with a higher level of musical skills than did the Experimental 
up. They may have found the the ear tests in the first two modules 
not require them to extend themselves. Module Three contained a 
der test and Module Four introduced dictations for the first time. 
e Control Group may not have applied themselves as well as the 
Perimental Group in acquiring and applying the new skills required in 
Both groups achieved a very good degree of success in all the ear 
[(~sts that required a written answer. 
Ref. p.161-162 
Kalat J.W. (1990) p. 41-42. 
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The Field Trial Programme 
Qata resulting from the field trial programme (after the programme) 
Assessment of data by the External Assessor 
The External Assessor 
As he was well known to all of the subjects taking part in the field 
'al, it was most important that at no stage of the field trial programme 
as he aware of the names of any of the subjects whose work he was 
essing. 
i,iSystem used to ensure that the external assessor was not aware of the 
identity of the subjects. 
Students were allocated a number ustng a random system of 
tion (out of a "hat" and numbered 1 to 36 in the order in which 
appeared) .. Their names were removed from the top of the Module 
Task Sheet. The numbers were recorded by the author beside the 
of the subjects. 
Th·e members of both groups were mixed so thoroughly that it 
w 2", .•• ould have been quite impossible for the external assessor to have 
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n which of the two groups they came from (the Control Group or 
Experimental Group). 
~eas of the field trial programme assessed by the external supervisor 
All of the contents from the Module Five Task Sheet were assessed. 
There were two sections, one concerned with ear training and the 
her with the theory of music. The ear training section consisted of two 
eces of dictation. The theory of music section required subjects to 
ntify the letter names of notes in a short piece of music written using 
th the treble and the bass clefs. They were also required to enter the 
tgering required to perform the piece. 
Data from the ear training section 
There were two short pieces of dictation. The external assessor had 
instructed to award a maximum of 10 marks for each question, 
a combined total of 20 marks. 
The Control Group scored a mean of 18.27. 
The Experimental Group scored a mean of 18.4 7. 
Expressed as a percentage this translated to 
Table 9 
Control Group Experimental Group 
91.38% 92.35% 
Responses from 35 subjects 
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All 18 subjects in the Control Group took part in the test. 
17 subjects in the Experimental Group took p_art in the test. 
One subject from the Experimental Group was not able to take 
part in the test due to sickness. 
The Experimental group scored more highly (.97%) than the Control 
One subject from the Experimental Group scored a zero mark. The 
ject had not attempted to answer the question. Had the average of 
g r o up b e e n taken w i tho u t t hi s r e s u lt , the aver a g e o f the 
perimental Group would have been 19.62 or 98.16%. This would have 
ced the results from the Experimental Group at 1.35 or 6.78% higher 
n the Control Group. 
The reasons why this one subject did not complete this part of the 
per were not known to the author. The subject performed reasonably 
lin the first four module task sheet questions involving ear training 
h scores of 3, 3, 5 and 3 out of possible totals of 5. 
The results of the external assessor's results from the ear training 
on of Module 5 were 10% higher than those obtained by the author 
the first four modules. However, comparisons here could be 
leading as the nature of the questions tested were not the same in 
cases. 
1 1 1 
Data from the theory of music sections 
Subjects were given two questions to answer. 
The first question required the subjects to enter the names of notes 
fingering for a short,two bar piece of music and was worth 10 
The second question required subjects to insert bar lines to two, 
rred pieces of music, each piece was 4 bars long and worth 5 
s. 
The total mark for the theory section of the paper was 20. 
One mark was deducted from the total for each mistake. 
The Control Group scored a mean of 15.72. 
The Experimental Group scored a mean of 16.41. 
All 18 subjects from the Control group took part in the test. 
17 (out of 18) subjects from the Experimental Group took part 
in the test. 
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Expressed as a percentage this translated to 
Table 10 
Control Group Experimental Group 
78.61% 82.05% 
Response from 35 subjects 
All 18 subjects from the Control Group took part in the test. 
17 out of 18 subjects from the Experimental Group took part in the 
One subject from the Experimental Group did not take part due to 
ifekness. 
The Experimental group scored more highly (3.44%) than the 
i{Jntrol Group. 
B o t h g r o up s d i d n o t s c o r e as h i g h 1 y as d u ri n g the f i e l d trial. 
ever, as has been noted before, comparisons in this area would be 
leading given the content of the theory in Module 5 which was 
than in the previous modules . 
The difference between the two groups widened (more than 
i~oubled) when the data from Module Five (3 .44%) was compared with 
),'<",,, 
fite data received from the first four Modules (1. 65%). 
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Conclusions 
The Experimental Group scored better than the Control Group in 
the ear training tests and the theory of music tests that were 
d by the external assessor although margins in both cases were 
The Experimental Group also scored better than the Control Group 
both the ear training tests and the theory~of.music tests that were 
d by the author although the margins were very slight. 
The Experimental group as a whole was not as well qualified in 
rms of general musical background (including music reading skills) 
was still able to achieve better than the Control Group in the areas 
ear tests and the theory of music. There would therefore be some 
idence to suggest that the cooperative model of learning, as practised 
the field trial programme,was certainly as effective as and probably 
re effective than the tutor directed programme in the areas of ear 
ining and the theory of music. 
!fata relating to performance sections from Modules One. Two, Three and 
~~< ~lour. j{j/5:; 
Each module contained an activity which concent.rated on 
~~tforming short pieces of music. This section can be found in the 
~+; 
it!todules under the heading of "Playing/Melodies". The purpose of this 
fil;, 
'-V 
~i~ction was for the subjects to acquire a repertoire of pieces including a 
~~umber that could be used in the primary classroom. . 
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The author monitored the progress of individual subjects by giving 
ark on the basis of having heard the subject perform a particular 
ce during the class. This was done informally for reasons which have 
eady been given and the marks awarded only indicated a general 
el of achievement on the part of the subject. The external assessor 
luated the performance of all subjects during the final week of the 
The criteria used for awarding the marks was as detailed below. 
A system of banding was used, two marks shared the same criteria 
a small degree of flexibility to allow for a superior performance 
the band to receive a higher mark. 
10 and 9 
8 and 7 
6 and 5 
4 and 3 
2 and 1 
a very secure, musical performance; 
an overall accurate and musical 
performance with one minor error 
allowed with either the rhythm melody. 
A minor error allowed with both 
the rhythm and melody or two 
minor errors in either of these 
areas, music should still 'flow'. 
Two breaks permitted provided 
the result was still reasonably 
musical. 
A poor performance . 
Grades were awarded on the basis of one performance only, the 
~~ason being that there was not generally enough time available to hear 
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than one performance. This also applied to the two smaller classes 
hat there was consistency in the marking system used. 
The Extension section contained more repertoire for the keyboard. 
Extension section was available only for those subjects who 
leted the rest of the materials in the other sections of the module. 
a few subjects attempted this area, marks were given. The 
nsion results will be considered after those concerned with the 
ng /Melodies activities have been evaluated. 
The author wrote a number of pieces for the five modules. One 
on was to ensure that there would be a certain amount of material 
would be unfamiliar to the subjects thus eliminating the possibility 
ubjects relying on their ears rather than actually reading the music. 
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Data from performance sections of modules 
Table 11 
Module One 
Three short melodies were performed using the right hand only. 
The melodies were 11 Opus One 11 , "Turn on the Sun" and "Pease 
ll·d.··· •   .... a· ... .···.•.·.· " •· .   mg ,> .. '' 
Mean of scores 
Control Group Experimental Group 
70.37% 79.25% 
34 responses from subjects (17 from each group) 
5 marks were awarded for each piece; the marks were then 
atressed as a percentage. 
The performance of these pieces did not seem to present too many 
lems to the subjects. The fact that they were familiar with the 
dies of two probably helped. The pieces selected were made 
erately simple so that there was a good chance of the subjects 
ing well thus giving them confidence at the start of the course in 
performance area. 
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Table 12 
Module Two 
Three short melodies were performed using the right hand only and 
using both hands and both clefs. 
The melodies were (right hand only) "Aunt Rhody", "Peter's new 
!l'f;!!~'""u" and "Turn on the Sun" and (both hands) "Turn on the Sun" 
Mean of scores 
Control Group Experimental Group 
57.78% 70% 
Responses from all 36 subjects 
"Turn on the Sun" presented some real challenges to the subjects 
this was reflected in the much lower scores than were recorded for 
ole One. The Experimental Group performed better than the Control 
by 12.22%. 
"Turn on the Sun" was deliberately introduced at this early stage to 
lJeate a challenge to the subjects. 
This piece was later used as a test piece for the practical test. The 
bjects were made aware of this at the start of the Module Two so that 
would have both the time and the incentive to prepare it well for 
final test. 
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Table 13 
Module Three 
Two short melodies were performed using both hands and both 
~~fs .. 
The melodies were "Aunt Rhody" and "The grand old duke of York" 
Mean of scores 
Control Group Experimental Group 
59.44 83.33% 
Responses from all 36 subjects 
The gap between the two groups was quite substantial (23 .89%) 
A possible reason for this might have been that there was slightly 
time available to the subjects to prepare this music as the class time 
lable for one group was slightly shorter than usual for reasons 
nd the control of the author. This applied to the second class only 
Control Group. 
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Table 14 
Module Four 
One melody only was performed using both hands and both clefs .. 
The melody was "The Saints". 
Mean of scores 
Control Group Experimental Group 
56.67% 66.66% 
Responses from 35 subjects 
One absence was recorded from the Experimental Group. 
There was less of a gap between the scores (9.99%) recorded by 
lOth groups than in the previous module. 
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Module Five 
Time constraints were such that the author considered that the 
ering of data for "Ode to Joy" would have not given a clear 
ication of standards achieved by the subjects. Only 5 minutes were 
Hable for learning the "Ode to Joy". The author considered it was 
t important that all subjects had an opportunity to revise both of the 
es required for the practical test in the following week. This 
ion applied to both the Controk:,and,.Experimental Groups. 
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Table 15 
Module One/Extension 
Two melodies were included in this section of the module,"Waltz" 
"Happy Days". Both were composed by the author to test the 
ing skills of the subjects at the beginning of the field trial. The 
ltz" was, designed to provide an easy example of music in simple 
time. 
Mean of scores 
Control Group Experimental Group 
91.11% 97.22% 
Responses from all 36 subjects 
Both groups scored very highly with the Experimental Grou·p 
l!i:ghtly ahead. 
Subjects found that the contents of the first Module did not present 
with too many problems. Both groups had plenty of time to try 
both the pieces in the e'xtension section of the module. 
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Module Two/Extension 
Three melodies were included in this section of the module, 11 Who' s 
t?", "March" and "Dinah". One ("March") were composed by the 
lior to test the reading skills of the subjects at the beginning of the 
There were 3 only responses from the Control Group and none from 
Experimental Group. 2 completed both pieces and one completed 
ieee. The average mark was 6.5 ouLoLa total of 10. 
This result was not unexpected. Given the high degree of difficulty 
Module Two, virtually all the subjects did not have enough time left 
to proceed to the Extension section of the module. 
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Module Three/Extension 
Two melodies were included in this section of the module, "Au clair 
lune" and "Trumpets". 11 Trumpets" was composed by the author to 
the reading skills of the subjects and was in simple triple time. "Au 
r de la lune" was designed to provide an easy example of music in 
ple quadruple time. 
There were only 4 responses. This time they were from the 
. erimental Group (from the 92F class). 4 completed both pieces and 2 
pleted one piece. The average mark was 9 out of a total of 10. 
This was an interesting result. The author had noted that this class 
particularly well. The cooperative mode of learning appeared to 
been very well particularly well applied. 
The Control Group Group (the second class) had less time available 
them for reasons given under Module Three (data from performance 
on of programme). 
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Table 16 
Module Four/Extension 
One melody was included in this section of the module, "The banks 
the Ohio". This piece had many of the same characteristics that "The 
tnts" had and ,in particular, the frequent use of tied notes. 
Mean of scores 
Control Group Experimental Group 
48.46% 68.75% 
Responses from all 29 subjects 
13 responses from the Control group and 16 responses from the 
-~perimental Group. 
The Experimental Group achieved the better result by a large 
m~rgin (20.29% ). 
Both groups took less time than was expected to perform "The 
" and were therefore able to proceed to the Extension/ Activity in 
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Module Five/Extension 
One melody was included in this section of the module, "Waltz". 
piece was written in simple triple time. 
Only two returns from the Experimental Group (again the 92E 
up). One was very well prepared and the other much less so. Marks 
re not given as they were not awarded for the other performance 
of this module. 
Module Five had to be rescheduled to give all the subjects a further 
lt!1Jortunity to revise their two pieces for the practical test. 
Conclusions 
The author found that the process of awarding marks was not a 
ightforward one for the reasons given earlier in this section of the 
ort on the field programme. 
He believed that not too many firm conclusions should be made 
use of the imprecise nature of the statistics. Nevertheless, he 
sidered that there was sufficient evidence to suggest that the 
rimental Group did perform better overall than the Control Group in 
performance area in the first four modules of the programme 
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J)ata resulting from the field trial programme (after the programme) 
Assessment of data by the External Assessor 
Practical Keyboard Tests 
A short practical test was given during the last week of the 
ramme. The test was designed to see how well the subjects 
lved in the field trial programme were able to perform two short 
es of music. The results of the test were then processed and and the 
obtained was analysed. 
The two pieces that were selected for the test were "Turn on the 
tl11 and "The grand old duke of York". These particular pieces were 
they presented a variety of challenges to the 
"Turn on the Sun" was arranged for two hands using both the treble 
the bass clefs. The left hand part was a chordal one with one chord 
en for each bar of the music. The level of coordination required 
ween the right and left hands was quite exacting. The music was 
.. .thmic and it should have been performed at a crisp pace. Probably 
~most difficult feature of the· music was the number of changes of 
()tds in the left hand. The piece was first introduced into the 
gramme in Module Two. There were a number of occasions during 
field trial programme when it was revised. Course members were 
d that they would be tested on this particular piece of music when 
,;,Y were working on Module Two. 
127 
The second piece, "The grand old duke of York" was also written for 
hands and used both clefs. This time, the left hand was not played 
the same time as the right hand and was also more interesting 
hmically than in "Turn on the Sun". The piece should have been 
formed as a march with a secure and steady rhythm maintained 
ughout. One of the problems with this piece was that acceleration 
d easily take place in bars 5,6,and 7. Another area that needed 
ful attention was the need for clear, sharp articulation in the left 
d part. "The grand old duke of York" was introduced in Module 
e. Course members were told that they would be tested on this 
cular piece of music when they were working on Module Three. 
The two pieces formed a contrasted pair. They were selected for 
practical test because between them, they tested a number of points 
echnique and interpretation. Both of these pieces had featured in 
Her keyboard programmes undertaken by the author with other 
ups of students. The author was confident that both pieces were 
fable for subjects who had only been playing the keyboard for 5 
eks. Copies of both pieces are available in the Module Two booklet 
urn on the Sun") and the Module Three booklet ("The grand old duke 
How the test was conducted. 
The author taped all the subjects involved in the programme with 
exception of two who were not able to take part because of sickness. 
e taping took place in a small room next to the keyboard laboratory. 
e room was a sound proofed one. The keyboard used for the test was 
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same model as the one used throughout the programme (a Yamaha 
The author, rather than the external assessor, taped the subjects 
use the identity of the subjects was already known to the assessor. 
have introduced another person other than the author and the 
ssor for the taping of the pieces might well have caused extra stress 
the subjects. 
Every effort was made to insure that the subjects were as 
fortable as possible with the process used for testing them. One 
rmance of each piece was recorded. However, if a variable took 
e. such as music falling off the stand, or, as also happened on four 
sions, a performance was started before the author was ready, a 
nd attempt was allowed. 
The author went to some lengths to ensure that the assessor had no 
of knowing who was performing the pieces. He used 20 separate 
s and spread the performances through them using a random 
tern rather similar to selecting straws of different lengths. 
A performance consisted of one subject playing both pieces. As has 
ady been noted, sometimes there was more than one performance of 
same piece. Only performances by two subjects were allowed on 
one tape. 
This large number of tapes was necessary because it was most 
rtant that there was a possibility that performances from both 
ups could take place at the beginning of each tape to allow for a 
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dom presentation of the performances. The subjects were allocated a 
ber between 1 and 34 (2 numbers were missing because there were 
bjects unable to take part in the test). 
The assessor was then given the 20 tapes (numbered from 1 to 20) 
the number of the subject given in the order in which they 
on the tapes (for example, Tape No.1, Subject Nol and 2. Tape 
, Subjects 3 and 4 etc.). The diagram below illustrates how this was 
. He was also given the counter number for each performance on· 
tape to minimize the amount of time required to locate the 
dual numbers on each tape. 
;tNumberof 
~~umber of 
Es'ubject 
Table 17 
Table showing the relationship between the tapes and the subjects. 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 
1 3 5 7 9 11 13 15 16 18 19 21 22 23 25 
2 4 6 8 10 12 14 17 20 24 26 
One subject from each group was unable to sit the practical test 
16 17 18 19 20 
27 28 30 32 33 
29 31 34 
The numbering of the tapes was different to the numbering of fhe 
as it related to the Control and Experimental Groups. 
The table below shows the numbers as they related to the Control 
Experimental groups. Numbers 1 to 18 relate to the Control Group 
19 to 36 to the Experimental Group. 
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~1Numberof 
~'{ape 1 2 
Table 18 
Table showing the relationship between the tapes and the subjects 
according to which group they were in. 
3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 
;~,~umber of 
~~~ubject 
<n--c~ 
16 20 5 7 29 14 3 8 34 12 33 2 9 31 4 13 6 17 26 1 
15 30 21 28 27 10 23 36 22 25 1'8 24 
One subject from each group was unable to sit the practical test 
The number of the subject refers to the number as it appears in the Control Group 
(numbers 1 to 18) and the Experimental Group (numbers 19 to 36). 
The criteria used for assessing the performances. 
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Variables encountered before and during the practical tests. 
19 
By far the most significant variable was encountered with the 
ormances of one of the two classes (92A) that formed the 
rimental Group. Due to unforeseen circumstances (a bereavement, 
1 ving a journey to England), the author had, at very short notice, to 
edule the time for the practical test for the 92A class. It was to 
been held two days later, at the normal class time. The author had 
contact the group and arrange for another time for the practical test 
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The actual time for the test was not a good one because many of the 
cts had attended classes throughout the morning and did not have 
pportunity to have a break before the test took place. 
Although nearly all of the group (there was one absence) were 
lable to take the practical test, it was very clear to the author that 
$hort notice given for the test had some very adverse affects on the 
ards of the performances. Subjects were generally unsettled, in 
cases they did not even have their own copies of the music 
use of the short notice given). The performances were, on the 
le, well below the standards that the author had come to expect 
this group who had performed extremely well in all areas of the 
amme up to this point. The author believed that this poor levels of 
rmance can, to some extent be explained by the data collected 
g the programme and also by the external assessor in the theory of 
c and ear tests areas. 
There was also very little opportunity for this class to practise for 
test in the first part of class time which would have been made 
lable to them as was the case with the other classes. This would 
to be seen as another variable which acted against the subjects in 
group (92A) performing to their individual potential. 
Subjects from the 92A class were naturally very aware that their 
~formances were not as good as they might have been and, in many 
ses, whilst fully understanding the circumstances, expressed their 
sonal disappointment at their own level of performance. This group 
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ubjects were most enthusiastic and supportive of the cooperative 
of learning they had experienced in the field trial programme.134 
The author noted that subjects from the 92A class, almost without 
tion, used the minimal time available for practise on the day of the 
to concentrate on the harder of the two pieces, "Under the Sun". 
situation may well have had some bearing on the level of 
rmance of this piece as was recorded by the External Assessor 
the practical test. 
The second class (92F,) who were also involved in the cooperative 
'ng programme, was able to take their test at the scheduled time 
eir results were generally very good and compared favourably 
subjects in the Control Group. This was the smaller of the two 
s involved in the cooperative programme and contained only 6 
ts. The author has included a comparative analysis between the 
rmance of this group with the Control Group as well as an analysis 
e performance of the complete Experimental Group relative to the 
trol Group. The author believed that this procedure would give a 
representation of the performing abilities of the Experimental 
p than would otherwise have been the case. 
Other variables affecting both the Experimental and Control groups 
minor ones and included performances having to be repeated 
use of minor mishaps such as the music falling off the stand. Also, 
ur cases, subjects started to perform too early when the tape was 
y to record. There was also an instance when the author had to 
ge tapes and a performance had to be repeated. 
Ref.p.185 
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The author considered that the performance of the 92A group was 
rsely affected by the variable discussed in this section of the report 
e field trial programme. He believed that had the members of the 
class performed at the level that they did during the programme in 
inal practical tests, the results could have been very different. 
To support this hypothesis, the author first examined the results of 
rformances of subjects · only from the 92A class in relation to the 
-
ts of the Control Group in the performance sections of Modules One, 
Three and Four. 
Data relating to the results of the performances from the complete 
rimental Group were then compared with the results of the Control 
up in the performance sections of Modules One, Two, Three and Four. 
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Table 19 
Module One 
Three short melodies were performed using the right hand only. 
The melodies were "Opus One", "Turn on the Sun" and "Pease 
l'ndding" 
Mean of scores 
Control Group Experimental Group (92A) 
70.37% 95% 
30 responses from subjects 
18 from the Control group and 12 from the Experimental Group 
~he 92A group performed much better than the Control Group (24.63%) 
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Table 20 
Module Two 
Three short melodies were performed using the right hand only and 
using both hands and both clefs. 
The melodies were (right hand only) "Aunt Rhody", "Peter's new 
llJoes 11 and "Turn on the Sun"and (both hands) "Turn on the Sun" 
Mean of scores 
Control Group Experimental Group 
57.78% 75.83% 
30 responses from subjects 
;}8 from the Control group and 12 from the Experimental Group (92A) 
The 92A group performed significantly than the Control Group 
%). 
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Table 21 
Module Three 
Two short melodies were performed using both hands and both 
The melodies were "Aunt Rhody" and "The grand old duke of York" 
Mean of scores 
Control Group Experimental Group 
59.44% 78.18% 
29 responses from subjects 
from the Control Group and 11 from the Experimental Group (92A). 
The Experimental Group (92A) performed significantly better the 
Group (18.74%) 
137 
Table 22 
Module Four 
One melody only was performed using both hands and both clefs. 
The melody was "The Saints". 
Mean of scores 
Control Group Experimental Group 
56.67% 74.55% 
Responses from 29 subjects 
18 from the Control Group and 11 from the Experimental Group 
The Experimental Group (92A) performed significantly better than 
Control Group (17 .88% ). 
Conclusion 
The Experimental Group (92A class) were well ahead of the Control 
pup in the results of the performance section in all the first jour 
dules. The author believed that there was sufficient evidence from 
e data available to suggest that the altered time for the practical test 
the 92A group had a detrimental effect on the resu!ts of the practical 
for this group. 
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Data from the performance test. 
Data relating to the performance tests is presented in four tables. 
Tables 23 and 24 related to the performance of "The grand old duke 
Tables 25 and 26 related to the performance of "Turn on the Sun" 
Table 23 compared the results obtained between the Control group 
all of the Experimental Group. 
Table 24 compared the results obtained between the Control Group 
Experimental Group (92A). 
Table 25 compared the results obtained between the Control group 
all of the Experimental Group. 
Table 26 compared the results obtained between the complete 
1 Group and the complete Experimental Group (92A). 
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Table 23 
First Piece "The grand old duke of York" 
Mean of responses 
Control Group Experimental Group 
84.7% 74.11% 
Response from 34 subjects 
17 from the Control Group and 17 from the Experimental Group 
The Control Group clearly scored more highly than the Experimental 
up (10.59%). 
The au thor considered that the variable given in relation to the 
. ormance of the Experimental Group had a significant bearing on this 
t 
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Table 24 
Mean of responses 
Control Group Experimental Group 
84.7% 84% 
Responses from 23 subjects 
17 from the Control Group and 6 from the Experimental Group 
When the results of the Experimental Group (92A class only) were 
l()mpared with those of the Control Group, they were almost identical. 
>"""""'- "'' ' 
This group of subjects from the Experimental Group was not 
fected by the variable experienced by the other members of the 
perimental Group (the one concerned with the time of the test) and 
results between them and the Control Group were virtually identical. 
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Table 25 
Second Piece 11 Turn on the Sun" 
Mean of responses 
Control Group Experimental Group 
64.7% 70.58% 
Responses from 34 subjects 
17 from the Control Group and 17 from the Experimental Group 
"Under the Sun" was the more difficult of the two pieces performed. 
Results indicate that the Experimental Group performed better 
than the Control Group by 5 .88%. 
Consideration should be given to the variable which adversely 
affected the performance of a number (the 92A class) of the 
Experimental Group (the one concerned with the time of the test). It 
is of interest to note that the Experimental Group as a whole was 
still able to perform at a higher level than the Control Group. 
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Table 26 
Second Piece ~~Turn on the Sun" 
Mean of responses 
Control Group Experimental Group 
64.7% 81.67% 
Responses from 23 subjects 
17 from the Control Group and 6 from the Experimental Group 
When the Experimental Group was reduced to members of the 92F 
};s who were unaffected by the variable experienced by the 92A class 
oted in comments regarding table 3, the results are even more in 
our of the Experimental Group with a difference of 16.97%. 
Conclusions 
The author believed that there was sufficient evidence resulting 
111 an analysis of the available data from the practical tests to indicate 
t the Experimental Group performed at least as well and almost 
rtainly better than the Control Group. 
He considered that there was a strong case for believing that the 
ults from the majority of the Experimental Group were both seriously 
adversely influenced by a last minute decision to change the time 
testing one of the two classes that made up this group. Despite this 
iable, the Experimental Group was still able to achieve superior 
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in the performance of the second ,and more difficult, piece 1n 
test. than did the Control Group 
Overall Conclusions 
In the performance area of the field trial programme after 
side ration has been given to the results of data collected from both 
ng the programme and the final practical tests, there appeared to be 
rong body of evidence to suggest that the cooperative programme of 
ing as experienced by the Experimental Group in the field trial was 
ore successful one than the tutor directed programme experienced 
Control Group. 
When these results were combined with those resulting from the 
ry of music and ear training components of the field trial 
ramme, the overall result appeared to indicate that the cooperative 
ning programme was more effective than the tutor directed one in 
he areas that were covered in the field trial programme. 
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The Field Trial Programme 
The Questionnaire 
During the final (sixth) week of the field trial programme, all 36 
ects from both the Control and Experimental Groups completed a 
onnaire. 
The questionnaires were different for both the Control and 
erimental groups. The reason for the necessity for two different 
stionnaires was that although both groups were given an identical 
ramme, the way in which the programme was taught was not the 
e for each group. The Control Group was taught in a conventional 
and was tutor directed. The Experimental Group worked in pairs 
r the guidance of the tutor for a high proportion of the programme, 
ing a cooperative model of learning. 
The following questions were asked of both groups. The first 
ber relates to the number of the question in the Control Group's 
stionnaire and the bracketed number relates to the number of the 
tion in the Experimental Group's questionnaire. 
1(1), 2(2), 3(3), 4(4), 5(5), 6(6), 7(7), 8(15),9(20) and 10(21). 
In addition to these questions, the Experimental Group also 
lfswered a number of questions relating specifically to the cooperative 
~1r,~~~-~~Pgramme. These questions were; 
-~' . (8), (9), (10), (11), (12), (13), (14) and (16), (17), (18) and (19). 
145 
The questionnaire covered the following areas. 
Questions 1(1) and 2(2) were concerned with the musical 
ckground of the population prior to their entry to the course. 
Question 3(3) asked why the population selected the keyboard 
n for the course rather than the guitar option . 
. The remaining questions in both questionnaires were concerned 
h the course itself.Copies of both questionnaires are included in the 
ndices.I35 
Collecting the data from both questionnaires 
Raw data was collected from both sets of completed questionnaires. 
e raw data is included along with copies of the questionnaires in the 
Presenting the data from both questionnaires 
Data relating to all the questions in both questionnaires is processed 
following ways. 
Where a question is the same for both questionnaires, the 
~~~ormation gathered is presented as follows; 
The original question from the questionnaire(s) appeared at the top of 
page. The question was written in bold,Italic script. 
Ref. p.260-269 
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A graph comparing the data from both groups was then presented. 
graph is headed 'Figure 1" and directly underneath, the title is given 
underlined. The graph itself appears under the title. 
aphs have been prepared for the purposes of comparing data.from 
results of the Control and Experimental groups. Where results are 
ned from one group only, no graph is given. This applied to data 
essed from the Experimental Group'.s questionnaire, questions 8 to 
table comparing the data from both groups was presented 
the graph. The table compared the results from both 
he results of the data were then analysed and conclusions were 
wn based on the evidence supplied by the data. 
lthough a larger sample would clearly have increased the validity of 
-results, the author considered that data collected from 36 subjects 
ld be regarded as valid. His reading of a number of published 
arch studies included some with similar or even smaller numbers 
bjects than were involved in his own study. 
Order of presentation of data from the two questionnaires 
Questions relating to both questionnaires were processed first 
followed by questions relating to the Experime.ntal Group. 
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Summary of conclusions based on both questionnaires 
An overall summary covering the main points gathered from 
s of individual questions from both questionnaires fs included. 
be found after the presentation of information relating to the 
al questions from both questionnaires. 
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Musical Background 
"Did you play a musical instrument before entering the 
course?"" 
Figure 3 
entry to the course. 
10 
Key 
Control Group 1 .. 1!1j!!·:·!.:) 
Experimental Group 
5 
0 
0 2 3 
· Number of instruments played 
Table 27 
Mean of scores 
Control Group Experimental Group 
1.56 .94 
Responses from all 36 subjects 
The Control Group had more instrumental experience prior to 
entry to the keyboard course than had the Experimental Group. 
The Control Group scored .62 higher than the Experimenta-l 
Group.in a 5 point scale. 
One member of the Control Group claimed he/she was not able to 
an instrument. In the Experimental Group 6 memebers claimed 
they did not play an instrument before commencing the course. 
As all subjects had taken part in an instrumental course in their 
year at the Christchurch College of Education, this answer probably 
d upon their perception of their ability to play an instrument 
than the fact that they had taken part in an instrumental course. 
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"Specify Ins trum ell t( s)" 
Figure 4 
type of instruments previously learned by all 36 subjects prior to 
entry to the course 
20 
Key 
Control Group D 
Experimental Group 
Recorder Guitar Piano Organ Cello Clarinet Hom 
Responses from all 36 subjects. 
The Control Group had a greater number of subjects with an 
lll~trumental background that had the Experimental Group 
The Control Group recorded a total of 28 instruments .. 
The Experimental Group recorded a total of 17 instruments. 
The Control Group recorded a wider range of instruments (8) than 
IDe Experimental Group (6). 
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Both groups recorded three returns of subjects with a piano 
. In addition the Control Group had one organ return whilst 
Experimental Group had two. These returns were of particular 
rest in that they might have had a bearing on the level of 
boarding skills on entry to the course. In the event, the 
erimenter was not aware of individual members of either the 
mental or Control Group who displayed keyboard skills above a 
rudimentary level. 
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10 
0 
"How long ago did this take place?" 
Figure 5 
Number of years ago subjects learned to play instruments. 
Key 
Control Group D 
Experimental Group 
2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 
Number of years ago · 
Table 28 
Mean of scores 
Control Group Experimental Group 
7.16 6.06 
41 Responses 
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The Control Group on average learned to play a musical instrument 
years longer ago than the Experimental Group. 
8 (32%) responses from the Control Group indicated that learning 
I( place one year ago. 
6 (50%) responses from the Experimental Group indicated that 
took place one year ago. 
12 (44%) responses from the Control group took place within the 
wo years. 
7 (43.75%) responses from the Experimental Group took place 
in the last two years. 
Results were very nearly identical (.25% difference) in number of 
Bitruments learned within the last two years. 
In both groups, some subjects had learned to play instruments a 
iderable time before the field trial took place Eight of the Control 
up and four of the Experimental Group previously learned 
ments twelve or more years ago. 
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"How many years did you learn the instrument for?" 
Figure 6 
Number of years ago that learning of instruments took place. 
8 
Key 
Control group D 
Experimental Group 
0 
.5 2 3 4 5 6 
Number of years ago 
Table 29. 
Mean of scores 
Control Group Experimental group 
2.44 1.76 
26 responses from the Control Group 
17 responses from the Experimental group 
ning took place more recently in the Experimental Group than in the 
1 Group. 
The Experimental Group scored .68 less than the Control Group 
eating that learning took place for just over 6 months less on 
age than in the Control Group. 
n the both the Control Group and the Experimental Group a 
er of responses indicated that learning had taken place only a year 
less) before the field trial took place. This could be explained by the 
that all members of both groups undertook an instrumental course 
first year of training at the Christchurch College of 
on. 
It was perhaps surprising that more responses did not fall into this 
gory. It is possible that some respondents felt that although they 
ndertaken a course they did not feel that they were able to play 
strument in question. A later question (3) asked course members 
they had selected the keyboard course rather than the guitar 
se. A high number of responses (and especially from the Control 
up) indicated that they had already done the guitar course but did 
eel that they could play the guitar. This could have had some 
ng on the number of returns in this question. 
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"Were you able to read music on entry to the course?" 
Figure 7 
Subjects' perception of their reading skills on entry to course 
Number 
d 
responses 
15 
10 
5 
0 
No Not 
sure 
Yes 
Key 
Control Group 
Experimental Group 
Responses from 35 (97 .2% return) subjects 
The Experimental Group had a higher response in both.the 'No' and 
categories than did the Control Group. 
The Experimental Group had two more responses in the 'No' 
gory than the Control Group and one more 'Yes' than did the Control 
There was one nil return from the Experimental Group. 
The Control Group had 2 'Not sure' returns perhaps indicating an 
ertainty as to what the actual standard of reading skill was required 
'Yes' return. 
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There appeared to be an inconsistency with this return when 
Its were matched with the next part of the question which asked 
ects to rate their reading skills on a 5 point scale with a 'one' 
ating no reading skills. 
Four members of the Control Group and 3 from the Experimental 
recorded their responses in the 'one' point of the scale. 
The two 'Not sure' (Control Group) and the one 'No return' 
·· perimental Group) (ref. Figure 7) plus four others clearly perceived 
emselves as music readers of modest ability and opted for the 2nd 
int in the 5 point scale (ref. Figure 7). 
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"How would you rate your reading skills on entry to the 
f!zqurse?" 
Figure 8 
Subjects' perception of their reading skills on entry to the course on 
a 5 point scale. 
10 
Number 
d 5 
responses 
0 
Key 
Control Group 
Experimental Group 
1 2 3 4 5 
No reading Competent 
skills 
Responses from all 36 subjects 
Table 30 
Mean of scores 
Control Group Experimental Group 
2.53 2.16 
-
• 
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The Control Group had a higher perception of their music reading 
i111s prior to entry to the course than did the Experimental Group. 
The Control Group scored .37 higher than the Experimental Group. 
point scale was used. 
Four (22.22%) of the Control Group considered that they had no 
lllbsic reading skills on entry to the course. 
Three (16.67%) of the Experimental Group considered that they had 
flQteading skills on entry to the course. 
Two (11.11%) of the Control Group considered that they had very 
petent reading skills on entry to the course whereas none of the 
perimental Group felt that they were in this category. 
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"Reasons for taking this course rather than the guitar 
course". 
Figure 9 
Subjects' reasons for taking the keyboard course 
15 
10 
5 
0 
Wanted to 
play the 
keyboard 
Already 
played 
guitar well 
Not good 
at guitar 
Key 
Control Group 
Experimental group 
More 
variety 
offered 
in 
course 
Classroom 
keyboard 
Responses from all 36 subjects 
Also mentioned (one response for each). 
Control Group 
Reading 
skills 
Suitability of course for beginners, the tutor, more enjoyable than 
the beginner guitar course. 
Experimental Group 
Playing skills, also lea,rning the guitar. 
Subjects had a choice between learning the guitar or keyboard 
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There were three main reasons why subjects elected to join the 
keyboard course. 
1. They wanted to play the keyboard 
Control Group 7 (38.9%) 
Experimental Group 11 (61.11%) 
Motivation to play the keyboard clearly an important factor. This 
noticeably higher in the Experimental Group. 
2. They felt that they were already able to play the guitar 
Control Group 3 (16.67%) 
Experimental Group 4 (25%) 
The guitar was identified as an instrument many had learned 
viously 136(. 
3. They felt that they were not good at playing the guitar 
Control Group 6 (33.33%) Experimental Group 2 ( 11.11%) 
This group of subjects entered the keyboard course with a feeling 
lf'Ifailure in another instrumental area. 
A comparison with Question 5 which included the subjects' 
rception of their attitude at the start of the keyboard course only 
ludes one response (from the Control Group) with a response of 2 
§ing a 5 point scale), all the others were 3 or better. This w.ould 
gest that their previous, unsatisfactory experience in learning to play 
guitar did not appear to have influenced their attitude at the start of 
ekeyboard course. 
Ref. p 151 
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~!'At the end of the field trial period (the first six weeks of the 
~iourse), did you feel you were able to play at least two pieces 
of music (right hand)?" 
Figure 10 
Subjects' perception of their ability to play at least two pieces of 
music using the right hand .. 
15 
Control Group [I] 
10 
!=xperimental Group 
5 
0 
2 3 4 5 
Not able to Competently 
Responses from all 36 subjects 
Table 31 
Mean of scores 
Control Group Experimental Group 
4.61 4.86 
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Subjects in the Experimental Group had a higher perception of 
their ability to play at least two pieces of music using the right hand 
than subjects in the Control Group. 
The Experimental Group scored .25 higher than the Control 
Group. A 5 point scale was used (ref. Table 31 ). 
A 5 point scale was used (ref. Table 31 ). 
Both groups had a high perception of their ability with mean 
scores of 4.61 (Control Group) and 4.b6 (Experimental Group) 
(ref.Table 31). 
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r~ At the elld of the field trial period (the first five weeks of 
PJttfe course), did you feel that you were able to play more than 
two pieces of music (both hands)?, 
Figure 11 
Subjects' perception of their ability to play more than two pieces of 
10 
Number 
d 5 
,'responses 
0 
music using both hands. 
Key 
Control Group 
Experimental Group 
2 3 4 5 
Not able to Competently 
Response from 36 subjects 
Table 32 
Mean of response scores 
Control Group Experimental group 
3.16 3.97 
n 
u 
• 
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Subjects in the Experimental Group had a higher perception of their 
!ll'fitY to play more than two pieces of music using both hands than had 
ts in the Control group. 
The Experimental Group scored . 81 higher than the Control Group. A 
scale was used (ref. Table 32). 
4 subjects in the Control Group identified as not being able to 
pi'torm more than 2 pieces. 
One response in the Experimental Group was between the 2 and 3 
the 5 point scale. This response was treated as a 2. 
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·''At the end of the field trial period (the first five weeks of 
the course), did you feel that you were able to play two 
pieces of music (both hands)?" 
Figure 12 
'Subjects' per.ception of their ability to play two pieces of music using 
both hands. 
10 
Key 
Control Group D 
Experimental Group 
~unber 
d 5 
fE!sponses 
0 
2 3 4 5 
Not able to Competently 
Responses from 36 subjects 
Table 33. 
Mean of scores 
Control Group Experimental Group 
3.64 4.33 
Subjects in the Experimental Group had a higher perception of their 
IJ:>ility to play two pieces of music using both hands than subjects in the 
l!ontrol Group. 
The Experimental Group scored .69 higher than the Control Group. A 
scale was used (ref. Table 33). 
Two members of the Control Group considered that they were not 
to perform two pieces of music using both hands. All members of 
Experimental Group felt that they were able to perform two pieces 
music using both hands. 
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"At the end of the field trial period did you feel that you 
were able to play more than two pieces of music (both 
hands)? How many pieces altogether?" 
Figure 13 
Subjects perception of their ability to play more than two pieces of 
music by identifying the actual number of pieces. 
10 
Number 
d 5 
responses 
0 
Key 
Control Group [J 
Experimental Group 
3 4 5 6 7 7+ 
Number of pieces 
Responses from 20 subjects. 
12 from the Experimental Group 
8 from the Control Group 
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Table 34. 
Mean of response scores 
Control Group Experimental Group 
5.87 4.42 
More subjects from the Experimental Group (12) felt that they were 
e to play more than two pieces of music than from the Control 
At the top of the scale (7+), the only one subject who felt he/she had 
~~~hieved at this level came from the Control Group (ref. Figure 34). 
Y.i;'<; 
The Control Group achieved a higher overall mean (5. 87) than did 
Experimental Group (4.42). 
One return in the Control Group indicated 7+. As there were 
pieces of music in the programme that used two hands, an 8 
was g1ven. 
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"Did you feel that your reading skills improved during the 
field trial period?" 
Figure 14 
Subjects~ perception of the improvement in their reading skills. 
12 
10 
Number 
ct 5 
responses 
0 
Responses from all 36 subjects. 
2 
Did not 
improve 
3 4 
Table 35 
5 
Improved 
a lot 
Mean of scores 
Key 
Control Group 
Experimental group 
Control Group Experimental Group 
4.00 4.55 
D 
17 1 
Subjects in the Experimental Group scored an average of .55 higher 
'than the Experimental Group in their perception of the improvement in 
iheir reading skills ( a 5 point scale was used). 
The high mean mark for both groups indicated that the most 
rsl1bjects felt that the they had made a considerable improvement. 
This result should be compared to the results from Question 2.6 
ich asked how they rated their music reading skills on entry to the 
. Here the situation was reversed with the Control Group having 
higher perception of their ability to read music.I37 
Ref. p 159-160 
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id you feel that your attitude to the course changed during 
the field trial period?". 
Figure 15 
Subjects' perception of their attitude at the start of the course. 
10 
5 
0 
Very 
negative 
2 3 4 5 
Very 
positive 
Key 
Control Group 
Experimental Group 
Responses from all 36 subjects 
Table 36. 
Mean of scores 
Control Group Experimental Group 
4.08 4.28 
D 
~ 
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The Experimental Group were slightly more positive about the 
on entry than were the Control Group. 
The Experimental Group scored .2 more than the Control Group. A 5 
scale was used. 
Both groups scored well ( in the top two categories, 4 and 5 on 
). 
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"Did you feel that your attitude to the course had changed 
during the field trial period?" 
Figure 16 
Subjects' perception of their attitude at the completion of the field 
20 
Number 
d 10 
responses 
0 
Very 
negative 
2 
trial period. 
3 4 5 
Very 
positive 
Responses from 35 subjects 
Table 37 
Mean of scores 
Key 
Control group 
Experimental group 
Control Group Experimental Group 
4. 75 4.94 
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The Experimental Group was slightly more positive about the course 
end of the field trial period than was the Control Group. 
The Experimental Group scored .19 more than the Control Group. 
!Jfhis was nearly (.02) the same margin as was recorded between the 
Jlioups at the start of the course. 
Both groups scored in the top two categories only (4 and 5 on the 
rgpale). 
?!itw-
There was one nil return from the Experimental Group. 
One return from the Control Group recorded a 4.5 for the score on 
{f~try to the course and also at the end of the field trial period, this score 
treated as a 4 in the statistical returns. 
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3 
"Did you feel that your attitude to the course changed 
during the field trial period?" 
Figure 17 
Changes in attitude recorded between the start of the course and the 
completion of the field trial period. 
Key 
Control Group D 
Experimental Group 
0 
4 5 3 4 2 3 
to to to to to to 
4 5 4 5 4 5 
Change Change 
downwards No change upwards 
Downwards Movement 
No downwards movement was recorded. 
No Movement 
significant percentage (50%) indicated that no change had taken place. 
A significant number of returns were already in the top two 
~ategories ( 4 and 5 ). 10 subjects from the Control Group and 8 from the 
Bxperimental Group did not change (information obtained from 
lr ~l1dividual returns). 
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Upwards Movement 
8 (44.44%) of the Control Group moved upwards. 
9 (52.94%) of the Experimental Group moved upwards. There 
was one nil return from this group. 
The Control group gained 12 points overall. 
The Experimental Group gained 14 points overall. 
Overall the Experimental Group scored slightly more than did 
the Control Group. 
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"How appropriate were the contents (modules) used in the 
field trial?" 
Figure 18 
The subjects' perception of how appropriate the contents 
(modules) were. 
20 
Key 
Control group 
Experimental Group 
Number 
'ti 10 
ru~sponses 
0 
2 3 4 5 
Inappropriate Appropriate 
Responses from all 36 subjects. 
Table 38 
Mean of scores 
Control Group Experimental Group 
4.64 4.94 
179 
The Experimental Group was more satisfied with the contents of the 
fiQurse than was the Control Group. 
The Experimental Group scored .3 higher than the Control Group. A 
~~point scale was used. 
30 out of 36 (80.33%) gave the highest rating of 5 to the contents 
iiodules) of the course. 
33 out of 36 (91.67%) gave the highest ratings of 4 or 5 to the 
of the course. Of this 33, 16 (88.89% of group) came from the 
ntrol Group and 18 from the Experimental Group (100% of group). 
s result implied that the course was perceived as being appropriate 
the vast majority of both groups thereby eliminating a possible 
le had this not been the case. 
180 
" Please comment on the delivery of the course." 
Figure 19 
Subjects' perception of how effective the delivery of the course was. 
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Not 
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Key 
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Experimental Group 
Responses fr.om all 36 subjects. 
Table 39 
Mean of response scores 
Control Group Experimental Group 
4. 92 5.0 
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The Experimental Group was more satisfied with the delivery of the 
than were the Control Group. 
The Experimental Group scored .08 higher than the Control group. 
34 out of 36 (91.67%) gave the highest rating of 5 to the delivery of 
course. 
36 out of 36 (100%) gave the highest ratings of 4 or 5 to the 
!(~livery of the course. This result implies that all course members from 
!@);@ 
Dbth groups were satisfied or very satisfied with the delivery of the 
\0'i0> 
it:>urse thereby eliminating a possible variable had this not been the 
~~se. 
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15. 
"How important was the role of the tutor to you in the 
learning process?" 
Figure 20 
Subjects' perception of the importance of the tutor in the programme. 
10 
Number 
ct 5 
responses 
0 
Not 
important 
2 3 4 5 
Most· 
important 
Responses from all 36 subjects. 
Mean of responses 
Table 40 
Key 
Control Grouop 
Experimental Group 
Control Group Experimental Group 
4.3 4.5 
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The Experimental Group scored .2 higher than did the Control 
Group. A 5 point scale was used. 
Both groups saw the role of the tutor as being very important (5 on 
scale) with a combined total of 21 out of 36 responses (58.3%) in this 
lategory . 
The Experimental Group's results have to be seen in relation to 
ts from Questions 9 and 10 (Experimental Group Questionnaire) 
related to the cooperative learning field trial programme and the 
of the peer teacher. 
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20 
"Did yo u find that learning to play the keyboard c a used y o u 
any anxiety?" 
Figure 21 
Subjects' perception of the anxiety factor when learning to play the 
Number 
of 
responses 
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0 
keyboard. 
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Key 
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Experimental Group 
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Much 
Responses from all 36 subjects 
Table 41 
Mean of scores 
Control Group Experimental Group 
2.06 1.67 
D 
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The stress factor was perceived as being less by the Experimental 
~fOUP than by the Control Group. 
The Experimental Group scored .39 less than the Control Group. A 5 
~pint scale was used (ref. Table 1). 
The vast majority of both groups (88.89%)responded in the first two 
~~grees of the 5 point scale (1 and 2), indicating little or no stress was 
llvolved. 
More members of the Experimental Group (9) saw the process of 
rning the keyboard as being free of stress than did those in the 
trol Group (5). 
One member of the Experimental Group recorded a 5 (or highly 
l~ressed) response. This was in complete contrast with the remainder of 
group who responded in the first two degrees of the 5 point scale 
2). 
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"Please add any comments you may care to make not 
already covered by the above questions." 
Figure 22 
Added comments to questionnaire 
~umber 
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All comments were entirely voluntary ones 
sponses 
Control Group 26 
Experimental Group 26 
Appropriate 
style of 
teaching 
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~}?ositive comments 
Control Group 22 (84.61 %) 
Experimental Group 23 {88.46%) 
t~egative Comments 
Control Group (15.59%) 
Experimental Group (11.54%) 
Two comments (Experimental Group) referred to there not being 
IJtOUgh time because the class before did not finish on time. 
comments were made by both groups. 
1. The high quality of the tutor(ing) 
Control Group 8 (44.44% of group) 
Experimental Group 10 (55.56% of group) 
2. High quality of course 
Control Group 4 (22.22%) 
Experimental Group 4 (22.22%) 
4 responses from the Experimental group commented 
favourably about the cooperative style of learning 
experienced in the field trial programme 
The vast majority of responses expressed satisfaction with 
the field trial programme and the ways in which it was 
carried out. 
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8. 
"How did you feel the cooperative programme compared 
with a totally tutor directed one (as in your first year 
instrumental programme)?" 
Response from all 18 subjects 
Mean of response scores 4. 78 
A 5 point scale was used with 1 (much worse) and 5 (much better). 
The subjects scored 4.78 indicating that they considered the 
directed instrumental programme to be much better than a 
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"How important was the role of your field-trial partner 
(as the teacher) to you in the- learning pro c e s s ? " 
Response from all 18 subjects 
Mean of response scores 4.17 
A 5 point scale was used with 1 (not important) and 5 (most 
important). 
The subjects scored 4.17 indicating that the considered that 
their field-trial partner was important to them in the learning 
process. 
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mo. 
"How important was the role of your field-trial partner 
(as the one being taught)?" 
Response from all 18 subjects 
Mean of response scores 3.94 
A 5 point scale was used with 1 (not important) and 5 (most 
important). 
The subjects scored 3. 94 indicating that they considered the 
role of their field-trial partner (as the one being taught) as 
important but not quite as important ( 4.17) as the role of their 
field-trial partner (as the teacher) in the learning process. 
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"Ill your role of teacher did you feel that you were 
adequately briefed?" 
Responses from all 18 subjects 
Mean of response scores 4.5 
A 5 point scale was used with 1 (not well briefed) and 5 (very well 
briefed). 
The subjects scored a mean of 4.5 indicating that they considered 
that they were well or very well briefed. 
This was a very significant result. Had the briefing been considered 
to be poor, the next stage of the cooperative learning process might 
have been adversely affected (where the one who had been 
briefed became the teacher) 
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"Ill your role as the Olle beillg taught, did you feel that 
you were adequately briefed?" 
Response from all 18 subjects 
Mean of response scores 4. 72 
A 5 point scale was used with 1 (not well briefed) to 5 (very 
well briefed). 
Subjects scored a mean of 4.27 indicating that they considered 
that they were well briefed by their field-trial partner in their 
role of the one being taught. 
One response was at a 2 level indicating that poor briefings 
were considered to have taken place. 
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"Do you feel that you and your field-partner were given 
adequate opportunities to consult with the tutor·?" 
Response from all 18 subjects. 
Mean of response scores 4.83· 
A 5 point scale was used with 1 (never) and 5 (always). 
The subjects scored 4.83 indicating that they felt that there 
were nearly always adequate opportunities to consult with the 
tutor. 
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"Do you feel that you and your field-partner were given 
adequate opportunities to consult/debrief with each other?" 
Opportunities to consult 
Responses from all 18 subjects 
Mean of response scores 4. 72 
A 5 point scale was used with 1 (never) and 5 (always). 
This result clearly indicates that the subjects felt that there were 
plenty of opportunities to consult. 
Opportunities to debrief 
Responses from all 18 subjects 
Mean of response scores 4.61 
The processes of consultation and debriefing are central to the 
cooperative style of learning and the high scores recorded in both 
these areas were positive indicators that these processes were 
perceived by the subjects as having taken place. 
The score for the opportunities to debrief was slightly less (.17) 
than was the score for the opportunity to consult. 
One subject recorded a 2 for both parts of this question suggesting 
that there could have been problems in communication between the 
pair rather than reflecting upon the actual communication system 
used in the field trial. This view is supported by the very positiv~ 
returns from the rest of the group. 
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15 .. 
""ow important was the role of the tutor to you in the 
learning process?" 
(The data from this question has already been analyzed 
(ref. 8.15) relative to the importance of the tutor to 
members of the Control Group.) 
Response from all 18 subjects 
Mean of response scores 4.52 
A 5 point scale was used with 1 (not important) and 5 (most 
important). 
The role of the tutor was perceived as being an important or very 
important one. 
A comparison with Questions 9 and 10 was of some significance in 
that these questions were concerned with perceptions of the 
importance of the role of the field-trial partner (as the teacher) 
( 4.17) and the importance of the field -trial partner (as the one 
being taught) (3.94). The results from Question 15 suggest that 
subjects perceived the role of the tutor (4.52) as being the most 
important one of the three. 
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~6. 
"Did you find that having two teachers (your tutor and your 
partner) created any difficulties in the learning process?" 
Responses from all 18 subjects 
Mean of response scores 5 
A 5 point scale was used with 1 (often) and 5 (never). 
Subjects perceived no difficulties in having two teachers. 
This was a pleasing return in that it indicated that the flow of 
information from the tutor to the field trial partner (in the role 
of teacher) to the one being taught was a smooth one. Had this 
not been the case, it could well have created complications 
(variables) to the ways in which the field trial programme was 
carried out. 
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17. 
"List three advantages (in order of importance) you see 
in learning to play the keyboard in a cooperative 
learning mode." 
Responses from all 18 subjects 
No.1 
Mutual support and encouragement. 
9 "1st" returns and 5 "2nd" returns. 
No.2 
Positive and non-threatening atmosphere. 
5 "1st" returns, 2 "2nd" returns and 3 "3rd returns. 
No.3 
Two supporting teachers. 
3 "3rd" returns. 
Also mentioned 
Better understanding, no feelings of failure, reinforcement of 
ing, more time for one-to-one teaching,more time for the tutor to 
students, non-threatening, learning how to teach someone else, 
tter way to teach the basics, enjoyment, programme structure, 
of skills, improved role of teacher and allowed to talk in class. 
Subjects were given an opportunity to state what they perceived as 
e advantages of learning to play the keyboard in a cooperative 
mode. They were not asked to select from a series of possible 
The three advantages identified by the subjects are very simirar to 
that are identified in the literature for cooperative learning. 
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" List three disadvantages (in order of importance) you 
see in learning to play the keyboard in a cooperative-
learnint: mode." 
Responses from 8 (44.44% of group) 
No. 1. 
( Equal 1st. ) 
Possibility of being held back by a partner. 
Possibility of partner not teaching correctly. 
2 "Ist." returns 
No.2. 
Partners should be of the same level of ability. 
1 "!st." return and 1 "2nd." return. 
What happens if the partner is away? The feeling of not being as 
as your partner, possibility of conflicting information provided by 
teachers. 
The most significant feature of this return was that the majority 
subjects (55 .66%) did not reply. This would seem to indicate that they 
'W no disadvantages in the cooperative style of learning to play the 
yboard. This view is supported by the responses of this group to 
swering the other questions in the questionnaire which virtually all 
d a 100% response. 
Another feature of some of the responses was the use of the word 
ssibility' suggesting that this was not something that they had 
enced themselves when taking part in the field trial. 
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"Do you feel that you would use a cooperative style of 
learning to teach children to play a musical 
instrument in your classroom?" 
Responses from all 18 subjects 
Mean of response scores 3.94 
A 5 point scale was used with 1 (never) and 5 (always). 
Coperative learning is now a widely used form of teaching in 
assroom. Subjects in the field trial course are also teacher trainees. 
y were already familiar with some of the aspects of cooperative 
ning programmes as this was included in their Education courses at 
Christchurch College of Education. 
The field trial programme would for many have been their first 
unter with cooperative learning as an actual participant. Their very 
itive reaction to this form of learning as encountered in the field trial 
amme was encouraging. They clearly indicated that they would 
h to use a form cooperative learning programme in their own 
sroom. All members of the group indicated that they would be 
ared to use a form of cooperative learning in an instrumental 
amme. There were no returns in the 'never' (1) category in the 5 
t scale us~d in this question. 
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Summary of Questionnaires 
The summary falls into three sections 
1 The background of the subjects prior to entering to the 
course. 
2. Questions relating to the course concerning both groups. 
3. The Experimental Group's reaction to the cooperative 
learning programme. 
The background of the subjects 
There was no doubt that the Control group had a wider overall 
sical background than did the Experimental Group prior to entry to 
course. This is supported strongly from data relating to Question 
The Control Group outscored the Experimental Group in the 
ing areas; 
In the number of subjects who claimed prior instrumental 
experience ( +38.88%).139 
In the number of instruments learned ( +.62).140 
In the range of instruments learned ( +2).141 
In the number of years instruments were learned (+.68).142 
In musical reading skills on entry to the course ( +.22).143 
Ref p. 149-160 
Ref. p 149-150 
Ref. p. 149-150 
Ref. p. 151-152 
Ref p 155-156 
Ref. p 157-160 
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These results would appear to indicate that the Control Group 
the course with a higher skills base than did the Experimental 
Motivation for entering the course was covered by question 3 
!\rhere the subjects were asked why they selected the keyboard course 
§;: 
i~ther than the guitar course. 
The most popular reason given by both groups was that; th·ey-
~wanted to play the keyboard with the Experimental Group clearly 
fhead ( +5) .144 
,:;;":, 
This was followed by a group who felt that they already were able 
the guitar. This time the Control Group scored more highly 
A significant number from the Control Group cited that they were 
good at the guitar (+3 higher than the Experimental Group). This 
t have to some extent indicated a feeling of failure and accounted 
the poorer attitude reflected by this group at the start of the course. 
Conclusion 
The Control Group entered the course with a better musical 
than the Experimental Group. However, as a whole, it did 
appear to be as well motivated. 
Ref. p .. l61-162 
Ref. p. 161-162 
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2. Questions relating to the course affecting both the Control and 
gp.perimental Groups 
Questions 2,3 and 4 formed a group in that they relate to the 
j"Subj ec ts' perception of their ability to read and perform music. A 
!conclusion appears at the end of this section. 
Questions 5, 6, 7, 8, 9 and 10 covered a range of other areas and 
(conclusions are stated at the end of question-10 ... 
Question 2 asked a number of questions about how far the subjects 
they had achieved in terms of the number of pieces they could play 
the end of the field trial period (the first five weeks of the course). 
tone. 
The Experimental outscored the Control Group in every area except 
They felt more confident about playing two pieces using the right 
only (+.25)146, about playing two pieces using both hands (+.69) 
and about playing more than two pieces using both hands (+.81) 
Subjects in the Control Group only scored more highly when asked 
many pieces they were able to play (1.45) 149 
The Experimental Group was substantially ahead in terms of how 
perceived that their reading skills had improved (+.55) 150 
Ref._p. 163-164 
Ref. p. 165-166 
Ref. p 167-168 
Ref· .. f' 169-170 
Ref. p· 171-172. 
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Subjects in the Experimental Group were ahead of subjects in the 
ntrol Group in both their perception of the improvement in their 
ng skills and their ability to perform on the keyboard. 
Question 5 looked at the attitude of subjects to the field trial. The 
~xperimental Group was ahead, two points in front of the Control 
1'h-. 
fdroup.151. 
In Question 6 the Experimental Group had a higher perception of 
Whe module contents (+.56) than the Control Group. 
The Experimental Group gave a perfect score of 5 to the delivery of 
course (Question 7) with the Control Group only slightly behind 
.89)152 
Both groups saw the tutor as being very important Question 8/15 
the Experimental Group a little ahead ( + .22) 
The Experimental Group found the process of learning to play the 
~eyboard less stressful ( -.39) than did the Control Group in question 9. 
Question 10 asked subjects to add their own comments. 90% of 
l"omments were positive with both groups scoring highly (the 
lxperimental Group scored one more positive comment). 
&%c: 
Ref. p. 155-156 
Ref. p. 181-182 
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Conclusions 
In all areas covered in questions 5 through to 10, the Experimental 
Group scored higher than the Control Group. 
Conclusions relating to the reliability of data received from 
rthe field trial programme. 
Results from virtually all the questions,we.re consistent in that 
ey covered the higher range. of possible responses. Most of the 
estions were presented using a 5 point scale with 5 indicating a 
osi tiv e attribute (for example, most i mpo rtan t or very effective). 
ers tended to be either in the 4 or 5 category and there were very 
examples of scores falling outside these categories. 
The author considered that that there is a strong case for 
ring that data obtained from the field trial was reliable from a 
al perspective. He noted the implications of inferential s.tatistic 
evaluating results and in particular noted that "the more 
tly the members of each group behave, the less likely it is that 
difference between the groups has arisen through accident. "153 
0 vera ll cone lusions related to comparisons between the Control 
Experimental Groups pointed to a better all round attitude and 
rformance on the part of the Experimental Group, despite the head 
rt that the Control Group appeared to have in terms of musical 
und. at the beginning of the course. It should be noted that both 
e Control and Experimental groups scored well in all questions 
Kalat J.W. (1990) p 49- 50. 
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indicating that both groups saw the field trial as having been a 
~uccessful learning experience. 
Conclusions relating to the cooperative learning programme 
(Questions 8w20 in the Experimental Group's Questionnaire). 
All the data collected from the questions relating to the cooperative 
[earning programme indicated that the subjects were most enthusiastic 
Jbout this form of learning. Scores were, almost without exception, high 
:L:,,~ 
~eing between 4 and 5 on a five point scale (1 low and 5 high). 
Of particular interest were the results from question 8 where they 
re asked to compare the cooperative learning instrumental 
ramme they had just taken part in, with a tutor directed one they 
d taken part in the previous year. They overwhelmingly preferred 
cooperative program me (ref. Question 8, Experimental Group 
ire ).154 
Question 19 asked if they would use a cooperative style of learning 
teach children to play a musical instrument in their own instrumental 
rammes. Again, there was a very positive response from the group. 
Question 19, Experimental Group Questionnaire).155 
Ref. p.267 
Ref. p.269 
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The Experimental Group was very positive about all aspects of the 
W6ooperative learning programme to the extent that they indicated they 
!t· 
~would use a similar model in their classroom. 
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CHAPTER FIVE 
Data resulting from a survey of keyboard laboratories in the 
New Zealand Colleges of Education. 
The objective of the survey was to find out how keyboard courses 
iwere conducted in all the colleges of education so that information 
~_f: 
~btained from the survey could be used to used to assist the colleges of 
laucation with the planning of future courses. The survey also asked 
~:'~> 
[uestions relating to the nature of the keyboard laboratories. 
A questionnaire was sent to all the Colleges of Education in New 
aland in March 1993. The questionnaire was presented in two 
ns. The first section (Section A) was concerned with the nature of 
keyboard laboratory and asked questions about what sort of 
were used, how that were deployed etc. This section of the 
has not yet been considered in this study )56 
The second section (Section B) was concerned with the sort of 
rses that were held in the laboratories and how they were 
nducted. The author considered that a number of results obtained 
m the questionnaire had relevance to his study on adults (primary 
cher trainees) learning to play the electronic keyboard using a 
operative learning programme for the following reasons: 
Ref. p. 231-232 
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The colleges of education all conducted keyboard 
programmes for adult learners. 
2. The colleges of education all conducted programmes for 
students who were training to be generalist primary school 
teachers. 
3. Group tuitional methods were used to implement keyboard 
courses. The author's study involves a comparative study of 
group tuitional methods. 
When asked why they had installed keyboard laboratories in their 
sic departments, the most frequently mentioned reason was the need 
develop musicianship skills.157 The author agreed with this and 
ted that in his study, general musicianship skills were seen as an 
part of learning to play the electronic keyboard.158 
The actual range of courses varied considerably from college to 
It was of interest to note that of the 18 courses described, 9 (or 
were for beginners. Many of these beginner keyboard courses 
offered to several different groups during one year (the 
College of Education offered its beginner keyboard class to 
1993 ). 159 
Ref. p 240. 
"The thesis examined the proposal that subjects who were 
to be generalist primary school teach·ers and had a minimal background 
music, gained more effective initial keyboard and allied general musicianship 
through a programme based on cooperative learning than one based on 
idual, tutor directed learning." 
Ref. p 240-244. 
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The average size for all keyboard classes was 12.6, this was higher 
the Christchurch College of Education average of 10.2. The average 
of the four classes involved in the field trial was 9.160 
Four colleges of education offered courses for first year students, 
(including the Christchurch College of Education) started courses for 
first time at second year level( ie courses were not offered to first 
students).161 
Half of the keyboard courses offered by all the colleges were either 
or 12 hours long. The field trial course was only 6 hours long but 
y cons ti tu ted the first part of the total course which was 12 hours 
162 
The vast majority (70%) of courses offered by the colleges were 
ulsory. The field trial programme was not strictly speaking a 
sory one because students did have a choice of either playing the 
or keyboard.163 
A number of colleges offered ongoing courses (5 returns). The field 
could be followed up by a more advanced keyboard 
e.164 
The field trial course was written by the author. Three other 
s indicated that they wrote their own courses ,165 
Ref. p.75. 
Ref. p.241-245. 
Ref. p.241-243. 
Ref. p.161-162 
Ref. p.246-247. 
Ref. p.248-249 
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The question of students progressing at different learning rates was 
recognised by all the colleges. All the returns indicated that provision 
fwas made for students who progress at different rates by providing 
~ppropriate materials.l66 This problem had been anticipated in the field 
~:' 
~rial programme by the author including extension materials at the end 
0~-,,: 
f0f each lesson.167 
4<' 
The question was asked if cooperative learning was used in the 
\Reyboard programmes. Answers indicated that informal p~e.er_ teaching 
ifd occur but not in a structured way. One reply seemed to sum this up 
§!' 
["Xery neatly "It tends to happen as a matter of course." 168 
When asked what advantages they saw in teaching keyboard skills 
ing a keyboard laboratory, three replies (including the Christchurch 
indicated the possibilities of cooperative learning. One reply given 
s that students tended to share and motivate each other with their 
169 This has also been the author's experience in the field trial 
gramme and lies comfortably within the parameters of cooperative 
170 
When asked to list the disadvantages in using a keyboard 
returns gave the (poor) quality of sound as a 
advantage.171 The author agreed with this but considered that 
onomic considerations would have p'revented better instruments 
used in the laboratory. 
Ref. p. 249-250. 
Ref. p. 264-292. 
Ref. p. 251. 
Ref. p. 251-253. 
Johnson D.W. and Johnson R.T. (1991) p.150. 
Ref. p 253. 
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Several different systems of assessment for the keyboard courses 
were used by the colleges of education with a grading system being 
used by three (including the Christchurch College of Education).l72 
The final question related to the evaluation of the keyboard 
~rogrammes. Student evaluation occured in all the courses and three 
[courses also contained opportunities for self evaluation.173 
Ref. p.249-250 
Ref. p 251-252. 
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CHAPTER SIX 
DISCUSSION 
It was apparent from the author's reading of the literature about 
;c>ooperative learning that there was a pronounced scarcity of 
0~1~:· 
rt,nformation in two key areas; cooperative learning and adults, and 
~()operative learning and music programmes. 
The author had discovered that the bulk of research on cooperative 
ng related mostly to the primary school and lower level of the 
ondary school. There was relatively little information about 
ve learning at the upper level of the high school and very little 
about cooperative learning involving adults. 
Several data based searches were conducted in both of these areas 
the Christchurch College of Education and the University of 
rbury libraries) resulting in information that could only be 
cribed as peripheral to the topic under investigation- the 
tiveness of cooperative learning programmes for adults learning to 
play the electronic keyboard. 
The author therefore had to resort to a study of cooperative 
ng models in areas other than music when constructing his own 
trial programme. He found when he was constructing his field trial 
that the work of Spencer Kagan was particularly helpful. 
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The author considered that variables were reduced to a minimum. 
1. The size of the groups was the same. 
2. All subjects in both groups were teacher trainees 
in their second year of training. 
3. The gender balance of both groups was nearly 
equal. 
4. The overall musical background of the subjects in 
both group:s_ was similar (subjects in the Control 
Group were slightly better qualified). 
5. The length of the course was the same for both 
groups. 
6. The content of the course was the same for both 
groups. 
7. Attendance patterns for both groups were 
virtually 100%. 
8. All subjects were instructed by the same tutor 
(the author). 
9. All subjects were examined by the same assessor. 
Only one significant variable did occur. The majority of the 
l,tibjects in the Experimental Group were required, at very short notice, 
~J\';_ 
!;t:ftake their practical test at a rescheduled time. The results of this 
±5 
~~roup did not appear to be as good as had been anticipated (based on 
t' 
i~erformance data obtained during the course). 
The implementation of the field trial programme appeared to go 
~~'tnoothly at all stages. The author had already trialled aspects of the 
[~rogramme (especially in the areas of repertoire and time management) 
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~ith other groups in the earlier part of 1993 so that he would be able to 
~nticipate possible problems that might occur with the field trial 
?'-
~rogramme. He had not previously trialled any structured cooperative 
IDearning programme involving the subjects learning to play the 
il;?!-
filectronic keyboard. 
The author took a calculated risk by introducing a major learning 
le in the second week of the programme (performing a piece of 
involving reading mus.ic in both the bass and treble clefs). The 
ects in both groups appeared to have met this challenge well as 
need in their final performance test where they were required to 
nstrate their ability on the keyboard by performing the same piece 
music which they generally did to a good standard. 
The author was very pleased with the overall positive attitude of 
~oth groups to the programme and especially by comments from all of 
c;· 
~he Experimental Group that they would adopt cooperative learning 
ifi 
I ifiodels in their own instrumental programmes in schools. 
The results of the field trial programme appeared to suggest that 
cooperative learning model of learning, as carried out in the field 
programme, was superior to the tutor directed programme. Data 
all stages of the programme seemed to support this 
The author believed that the differences in the performances of 
th the Experimental and the Control Groups were generally not great. 
also considered on the basis of data collected from the field trial 
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ft2rogramme that both groups performed well, with the Experimental 
fGroup performing rather better overall. 
The Experimental Group appeared to start from a position that was 
fJiightly behind the the Control Group in terms of general musical 
lbackground but were still able to achieve better overall results by the 
lnd of the course. 
The author believed that an~_even clearer result would have 
tained if some aspects of the programme had been presented in 
nt ways. To some extent, the cooperative programme did not 
as many chances to "flow" as it should have done. The problems of 
aintaining a position of parity between Experimental and Control 
resulted in some loss of momentum at times with the 
ve programme. 
More consultation should have taken place between the learning 
tners in the Experimental Group. This was not always possible 
se of the strict management of the time allocations allowed for the 
s activities within the modules. 
The concept of extension time at the end of each module appeared 
[to work well. The idea behind the extension time was to provide more 
~· . 
~ieces of the same difficulty as those encountered in the module to 
);,y<C 
'f/;;C'--,,-: 
~~inforce the new areas of learning that subjects encountered in the 
ftnodule. The author believed that had the subjects in the Experimental 
~group not been restricte-d to extension activities, they could have 
~{ 
lirogressed more quickly to the next module and as a result more would 
t\{::: 
[~robably have been achieved in the programme. The introduction of 
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fthe new module would not have needed to have coincided with the 
fstart of each lesson. 
The author believed that the possibilities of the cooperative 
arning of musical instruments for both adults and children would be 
worthwhile exploring at some future date. He considered that the 
period used for his study was a short one and only appeared to 
stablish that in the first stages of learning to play a musical 
strument,_ a cooperative mode of learning appeared to have 
antages over a tutor directed programme within the parameters of 
He considered that a number of longitudinal studies could well be 
sirable to establish just how effective cooperative learning would be 
the long term and believed that there might well be a need for 
h in the following areas: 
1. Cooperative learning programmes and beginner instrumentalists 
(i) Research that examined the learning of a wide variety of 
instruments for either children or adult learners. 
(ii) Research that examined group learning of a wide variety of 
instruments for both children and adult learners. The author 
has noted the practical involvement of parents in the Suzuki 
method. 
(iii) Research involving studies into the comparative effectiveness 
of cooperative learning in instrumental programmes. Are some 
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instruments better suited to cooperative learning programmes 
than others? 
(iv) Research into group instrumental learning for handicapped 
children or adults. 
2. Cooperative learning and group instrumental work. 
Given the cooperative nature of much music making, research into 
such areas as small group performance (string quartets, jazz ensembles) 
could well be of interest. 
3. Cooperative learning and creativity in music. 
The author's own experiences in this area have led him to believe 
that creativity and music for both children and adult learners could 
'~.ell be an area of interest for research 
The author conclt1ded that a cooperative style of learning could be 
~~pplied successfully to the teaching of adult learners in the areas of 
~,',":":7 
[~eginner keyboard performance and associated musicianship skills. 
The author considered that the cooperative learning has a potential 
take an important place in music education programmes and should 
investigated in much greater depth in the future. 
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In March 1993 the author conducted a survey of the all the 
New Zealand Colleges of Education to find out how keyboards were used 
Yn primary programmes as well as what kind of courses were conducted 
;in the keyboard laboratories. A copy of this survey constitutes 
'jlppendices I and information from it has been used at various points 
Keyboard laboratories have now been installed in all the New 
~ealand colleges of education.174 The oldest established keyboard 
~aboratory was installed in the Auckland College of Education in 1973 (it 
as originally situated in the former North Shore Teachers College and 
clater transfered to the Auckland College of Education). The most recent 
laboratory was established in the Waikato University School of 
.;Education ( which now includes the former Hamilton Teachers' College) 
)n 1992. The Christchurch College of Education keyboard laboratory was 
iset up in 1987. 
The Christchurch College of Education keyboard laboratory 
consisted of 12 Yamaha PSR 75 electronic keyboards and 1 Yamaha PSR 
:22 electronic keyboard. Subjects use the Yamaha PSR 75 and the 
'instructor (the author) the Yamaha PSR 22. In addition there are a 
number of other electronic organs and 2 Roland '20' electronic pianos 
'which were used as portable instruments outside the keyboard 
laboratory. Two other keyboard laboratories were larger than the 
'Christchurch College of Education (Auckland and Palmerston North); one 
174 Ref. p. 231. 
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:was the same size (Dunedin) and two were smaller (Wellington and 
)fJamilton) 175 
Each keyboard had a pair of earphones attached so that the subjects 
were able to use the keyboards without the distraction of having to 
Jisten to the performances of other subjects on the other keyboards in 
~he laboratory at the same tiine. The earphones could be detached from 
[the instrument if required. There was no built in communication 
~ystem between the instructor and the subjects. Communications were 
achieved by the instructor asking the subjects to remove their ear 
phones, this system did not appear to have presented any serious 
problems during the field trial programme. 4 laboratories used a 
~ommunication system (Auckland, Palmerston North, Wellington and 
J:)unedin), one more (Hamilton) had a system but used it infrequently 176 
One instructor had told the author on a previous occasion that he 
;~elt that communication systems had distinct disadvantages in that it 
;:~as most important for the instructor to be able to clearly demonstrate 
~oints of technique to subjects in a keyboard laboratory and to ~chieve 
ihis, the instructor had to, literally, be beside the subject rather than 
lgiving directions to the subject through a communications system. The 
1'11uthor agreed with this point of view. 
The Christchurch College of Education keyboard laboratory was 
;~Hanged with three rows of keyboards (with four instruments in each 
row) facing the front of the room where the instructor was based with 
,another keyboard. The keyboards were arranged in pairs and an aisle 
Ref. p. 233-234 
Ref. p 235. 
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separated the pairs of instruments. Previously the keyboards had been 
,;arranged with the instruments arranged in two rows facing each other. 
' 
?!fhis deployment of instruments was found to be unsatisfactory in terms 
~of ease of communication between the subjects and the author. 
The other colleges of education keyboard laboratories were 
,#1-rranged in a variety of ways. Five returns cited space considerations 
fas dictating how instruments were arranged. Only one keyboard 
~laboratory (Auckland) waS' arranged in a similar way to the Christchurch 
~~ollege of Education laboratory 177 . 
One other college had a laboratory which used electronic keyboards 
f(W aikato). The other 4, Auckland, Palmers ton North, Wellington and 
Dunedin used the Roland Electronic Piano as their main teaching 
,tnstrument178. The author understood that one other college was 
~considering replacing their electronic pianos with electronic organs. 
The Christchurch College of Education opted for the electronic organ 
in preference to the electronic piano for a number of reasons. 
177 
178 
The electronic keyboard is frequently found in primaryschools. 
The piano function in some models is now particularly 
realistic. This was certainly an attractive feature of the Yamaha 
PSR 75 model. 
The modern electronic organ is a very versatile instrument and 
its various functions (for example, the rhythm unit) is able to 
be used in school music programmes in a number of ways not 
available to the electronic piano. 
Ref. p.236-237 
Ref. p 233-234 
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The author considered that the optimum size for a keyboard 
~aboratory would be to have a total 16 keyboards. He has taught classes 
~f 12 for a number of years and has found that there have been few 
~roblems in monitoring the progress of a group of this size. He would 
lee no particular problems in increasing the size of a class to 16 
YL 
~ubjects. The field trial involved of four classes; two were made up of 
J2 subjects in each class and 2 had 6 subjects in each class. The author 
tound that that the operation of the classes did not create difficulties 
~~ 
~rovided that the classes were made up of subjects of similar ability and 
!tnusical background. The one restriction would be that the existing 
!?'-, 
!room would not be big enough to cater for 4 extra keyboards. 
When asked what they considered what the optimum stze for a 
l~eyboard laboratory should be, the other college of education returns 
~indicated that they felt it should be 15 (the average of numbers 
Jprovided in the returns)179. The largest size came from the Auckland 
lreturn (20) and the smallest from Hamilton and Dunedin returns(l2) . 
179 Ref. p 233-238 
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Survey of Keyboard Laboratories 
New Zealand Colleges of Education 
June 1993 
Returns were received from all the Colleges of Education (Auckland, 
fPalmerston North, Wellington,Christchurch and Dunedin) constituting an 100% 
!return. The Music Department from the School of Education, the University of 
~Waikato (formerly the Hamilton Teachers College) was also included in this 
~~urvey. To avoid unnecessary repetition, the Colleges of Education and the 
~University of Waikato will be referred to by their place name only (eg Palmerston 
~North for the Palmerston North College of Education). 
The survey collected information in two main areas. The first area (Section 
I:A) looked at the ways in which the keyboard laboratories were set up and the 
!second (Section B) at the programmes offered. 
The results of the survey will consist of a summary of each college's 
~response and will be presented in the following order; Auckland,Waikato, 
!Palmers ton North, Wellington, Christchurch and Dunedin. 
At the end of the summary of each question in both Section A and Section B 
~'of the survey, findings will be given based on the data received. 
The original question from the survey is given in italics. 
Section A 
1. When was the keyboard laboratory established at your college? 
Auckland 
Hamilton 
Palmerston North 
Wellington 
Christchurch 
Dunedin 
1973* 
1992 
1988 
1980 
1987 
1986 
* The Auckland return stated that the keyboard laboratory was originally 
established at the North Shore Teachers College. This implies that the 
laboratory was transfered to Auckland Teachers College when the two 
colleges combined. 
Findings 
1 Keyboard laboratories are established in all the Colleges of Education (six 
returns) 
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2 Four of the laboratories were established within four years of each other, 
in the period 1985-1988. One (Auckland) was established seven years before 
the next earliest (Wellington) and one (Hamilton) five years after the second 
most recent one 
2. Have any modifications been made to the laboratory since it was initially 
established? If so, please indicate what they were. 
Auckland 
The original Wurlitzer models were replaced by the Roland '20' model. 
Hamilton 
No changes. 
Palmerston North 
Gradual extension of numbers of keyboards. 
Installation of specially designed tables for keyboards. 
Wellington 
One additional keyboard but not used in the laboratory. 
Christchurch 
Casio keyboards replaced by Yamaha TSR 75 model 
Gradual increase in numbers of keyboards. 
Dunedin 
Introduction of 3 Casio organs to 12 electric pianos. 
Findings 
1 Laboratories modified since they were established (four returns). 
2 Laboratories increased the number of instruments (three returns). 
3 Laboratories diversified the type of instrument used (two returns). 
3. How many keyboards do you have in your laboratory? 
Auckland 17 
Hamilton 10 
Palmers ton North 22 
Wellington 7 
Christchurch 13* 
Dunedin 12 
232 
*Christchurch also has seven additional instruments that are portable 
but can be included in the laboratory if required. 
Findings 
1 The average number of instruments was 13. 
2 The largest laboratory had 22 instruments and the smallest one had 
seven. 
3 Laboratories had additional instruments that could be added to the 
laboratory if required (two returns). 
The numbers quoted refer only to those instruments that are a 
permanent part of the laboratory. 
4. What brand of instruments do you use? 
Auckland 
Roland '20' (14) 
Yamaha P.S.S. L 80 
Chrisfore 7000 
Dueliton 
Hamilton 
Casio 
Palmerston North 
Roland 'Plus 20'(13) 
Roland EP 3 (3) 
Roland TP 50 
Roland HS 60 
Wellington 
Roland 
Christchurch 
Yamaha PSR 75 (12) 
Yamaha PSR 22 (4) 
Roland HP 100 (2) 
Juno Synthesizer (2) 
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Dunedin 
Yamaha (3) 
Roland (8) 
Casio (1) 
Findings 
1 Laboratories with a majority of electronic pianos (four returns) 
2 Laboratories had a majority of electronic organs (two returns). 
3 Laboratories with both electronic pianos and organs (three returns). 
Why did you choose the particular instrument you use in your laboratory? 
Auckland 
Cost factor 
Convenience of servicing 
Preference for 'piano keyboard rather than organ. 
Hamilton 
Versatility of sound 
Cost factor 
Appropriate length of keyboard 
Suitable stands supplied. 
Palmerston North 
Cost factor 
Felt it was more suitable than the electronic organ for developing 
keyboard skills, aided composition etc. 
Wellington 
The instruments were donated. 
Christchurch 
Cost factor 
Frequent use of electronic keyboards in classrooms 
Versatility of instrument (the Yamaha PSR has a very convincing 
piano tone). 
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Dunedin 
Larger note range 
Findings 
1 A wide range of reasons was given. 
2 A clear preference for the electronic piano (two returns). 
3 A clear preference for the electronic organ (two returns). 
t6.What sort of communication system do you use in your laboratory? 
f{eadphones, control panel etc. 
Auckland 
Two TL-12 units 
Hamilton 
Headphones 
No central control system. 
Palmerston North 
Demonstration keyboard, central panel,headphones and microphones. 
Wellington 
Headphones and a master keyboard (but not used much). 
Christchurch 
Headphones 
No central control system. 
Dunedin 
Roland teaching system. 
Findings 
1 Laboratories using a central control system, one used it 
intermittently (four returns). 
2 Did not use a central control system( two returns). 
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rz. Why did you select the particular communication system you use in your 
?[a bora tory? 
Auckland 
Best option at time. 
Hamilton 
Available if needed. 
Palmerston North 
Appeared effective and appropriate to needs. 
Wellington 
Given to college. 
Christchurch 
Originally used a Roland system but now prefer to 
communicate without it. 
Dunedin 
It was ostensibly a Roland system. 
Findings 
1 Used the Roland system which includes a communication 
system(four returns). 
2 Originally used a Roland communication system but now prefers to 
operate without it (one return). 
3 Has a Roland communication systemavailable but does not choose 
to use it (one return). 
8. How do you arrange the keyboards in your laboratory? Please include a . 
diagram in the space below. 
·All colleges supplied diagrams. Diagrams and findings are included in 
an appendices at the end of the survey. 
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9. What were your reasons for arranging the keyboards in the particular way you 
described in question 8 ? 
Auckland 
Best use of teaching space 
Hamilton 
Space constraints 
Palmerston North 
Shape of room 
Hands can be seen by the operator. 
Wellington 
To allow for other activities in the room. 
Christchurch 
Shape of room. 
Allows for students to work in pairs. 
Dunedin 
Room shape 
Line of sight. 
Findings 
1 Space considerations (five returns). 
2 It is important to be able to see the student's hands (two returns). 
3 It was important to have more space available for other activities in 
room. 
4 It is important for the keyboards to be arranged in pairs (one return). 
10. What do you consider to be the optimum size for the keyboard laboratory? 
Please indicate why you feel this number is particularly suitable. 
Auckland 
20 
To cater for class sizes. 
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Hamilton 
12 
The maximum number in a group. 
Palmerston North 
16 
Possible expansion to include computers but this would probably be 
based in a computer centre. 
Wellington 
15 
Maximum for a group lesson. 
Christchurch 
16 
To cater for class sizes. 
Dunedin 
12 
Considered to be maximum size if individual help is to be given. 
Findings 
1 An increase in numbers was desirable(five returns). 
2 Class sizes reason for increasing number of instruments (four 
returns). 
3 The largest overall number was 20. 
4 The largest increase was be from 7 to 15. 
5 The existing number was most suitable (one return) 
1l.Do you intend to modify your laboratory in the future? If so, please indicate 
what you plan to do. 
Auckland 
Include more electronic keyboards (Yamaha). 
Hamilton 
Include taping facilities. 
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Palmerston North 
Inclusion of computer facilities but based in a computer centre. 
Wellington 
Update existing keyboards. 
Christchurch 
Need a larger room to allow for computer and other facilities. 
Dunedin 
Like more 'organ style' quality instruments. 
Findings 
1 Indication of changes in the future (all returns). 
2 Possibility of including computers (two returns). 
12. Please add any extra information concerning your keyboard laboratory that 
has not been accounted for in Section A of the survey. 
Auckland 
Nil 
Hamilton 
Students are offered a choice of either a keyboard or a guitar course in 
basic curriculum courses. 
Palmerston North 
Nil 
Wellington 
Exploring computer-aided courses. 
A wide use of courses to include A.S.T. and outpost courses. 
Christchurch 
Nil 
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Dunedin 
Nil 
Findings 
1. Nil (four returns). 
2. Additional information (two returns). 
Section B of the survey looked at the actual programmes presented 
in the keyboard laboratories as well as at issues relating directly and 
indirectly to the programmes. 
Section B 
'l.Why did you decide to install a keyboard laboratory in your music department? 
Auckland 
To teach basic keyboard skills. 
To teach musicianship skills most suited to the keyboard eg harmony. 
Hamilton 
Installed to facilitate teacher trainees towards providing accompanist 
leadership for classroom programmes catering for half class numbers 
(of students). 
The Hamilton return stressed that theirs was not a 'true' laboratory but 
rather a set of 10 keyboards operating on headphones. 
Palmerston North 
The perceived necessity for all students to have keyboard skills. 
(a) for 'hands on' experience in making music in more than a 'single 
line' texture. 
(b) for development of theory I compositional independence. 
(c) for the development of general musicianship skills at the 
students' own level. 
(d) encouragement of practical accompaniment skills for 
classroom/ school use. 
Wellington 
Provided valuable opportunities for further development of trainees. 
Valuable reinforcement in developing an understanding of music. 
Wellington return noted that there was now less time for personal 
development because of the B. Ed. programme 
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Christchurch 
Provides excellent opportunities for learning keyboard, 
accompaniment and general musicianship skills. 
Dunedin 
Accesses keyboard training for developing teachers. 
Findings 
1. The importance of developing musicianship skills.(4 returns) 
2. The importance of developing accompaniment skills. (3 returns). 
3. Other returns included areas such as 'developing an understanding 
of music and 'accessing keyboard training'. 
4. What is a 'true' keyboard laboratory? (1 return) 
2.What range of courses do you operate in your keyboard laboratory? Indicate 
what year group they were written for, if the course was for beginners or more 
advanced students, how many students take part, the total length of the course, 
how it is timetabled ( eg once a week for one hour over a period of ten continuous 
weeks), a brief description of the course, its objectives and if it is a compulsory or 
optional course. 
Courses will be identified by a capital letter (eg Course A). If for example you 
operate four courses, use the Course A,B,C and D outlines below. 
Some returns referred to courses other than primary programme ones, these 
are. outside scope of this survey. 
Auckland 
Course A 
Hamilton 
1st Year (Course is repeated) 
Beginner 
15 students 
I hour a week (12 hours) 
Optional 
Basic keyboard, level one 
Course A . 
1st Year(Course repeated 9 times) 
Mostly beginner 
8-10 students 
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I hour a week for I semester (12 hours) 
Optional 
Beginner keyboard course. 
Course B 1st Year 
Mostly beginner (for bilingual trainees) 
30 students 
1 hour a week for 1 semester (12 hours) 
Optional 
Beginner keyboard course. 
Course C 2nd Year 
Beginner 
9 students 
1 hour a week for 1 semester (12 hours) 
Optional 
Beginner keyboard course. 
CourseD 
1st, 2nd and 3rd year 
Beginner and Advanced 
30 students 
1 hour a week for 1 semester (12 hours) 
Optional 
Aims to further and develop existing skills. 
Palmerston North 
Course A (a) 
1st year Subject Study and (b) Curriculum 3 
Beginner 
16 students 
(a) 40 minutes a week for 7 weeks. 
(b) 35 minutes a week for 3 weeks. 
Compulsory (but at students' own level) 
Beginner keyboard course. 
Course B 
1st, 2nd and 3rd Subject Studies (Curriculum 3) 
Near beginners 
Up to 16 students 
Time allocation as for Course A 
Compulsory (but at students' own level) 
Melody and harmony in basic keys, hand shifts. 
Course C 
C!st, 2nd and 3rd Subject Studies (Curriculum 3) 
Moderately advanced 
Up to 16 students 
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Time allocation as for Course A 
Compulsory (but at students' own level) 
More advanced than Course B 
CourseD 
2nd and 3rd Subject Studies (Curriculum 3) 
Advanced 
Up to 16 students 
Time allocation as for Course A 
Compulsory (but at students own level) 
Advanced keyboard skills 
Course E 
Subject Study 3 
Advanced 
Up to 16 students 
Time allocation as for course A 
Compulsory (but at students own level) 
Advanced keyboard skills 
Course F 
Subject Study 3 
Beginners in Year One. 
Approx. 10 students 
9 sessions of 40 minutes each. 
Compulsory 
Provides skills for the classroom. 
Wellington 
Course A 
All year groups 
Beginner and Advanced 
7 students 
3 hours a week for a 6 week block 
Optional 
Advances keyboard skills according to the level of the student. 
Course B 
All year groups 
Advanced 
15 students 
2 hours a week for a 6 week block 
Optional 
Working in pairs using computer and synthesizer. 
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Christchurch 
Course 
A 2nd Year(Course repeated 6 times) 
Beginner 
Up to 12 students 
1 hour a week for twelve weeks. 
Optional 
Beginner keyboard course 
Uses childrens' songs for teaching materials. 
Course B 
2nd Year 
Advanced 
About 6 students 
I hour a week for twelve weeks. 
Optional 
Advanced keyboard class 
Classroom repertoire and advanced keyboard skills 
Course C 
Final Year 
Advanced 
Up to 12 students 
1 hour a week for 10 weeks. 
Optional 
Classroom repertoire and keyboard skills 
CourseD 
Dunedin 
Final Year 
Advanced 
Up to 12 students 
1 hour a week for 10 weeks 
Optional 
Classroom repertoire and advanced keyboard skills 
Course D is taken by students as a part of a year long course for 
students who intend being musical'leaders' in the school. 
Course A 
Known as Mus 2 (Course repeated 5 times) 
Beginner 
12 students 
48 hours 
2 hours a week for 24 weeks or 
4 hours a week 12 weeks 
Optional 
Foundation musicianship 
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Course B Known as Mus 8 
Advanced 
3 - 8 students 
12 weeks a·t 4 hours a week 
Optional 
Arranging, advanced chord work, song writing. 
Course C 
Known as Mus 18 
Advanced (graduates of Course A) 
8 - 10 students 
12 weeks at 4 hours a week 
Optional 
Develops Mus 2 to more advanced levels. 
Findings 
Several pieces of information were requested in this question. The findings 
section addresses each issue on a separate basis and is therefore formated in 
a different way to the other questions in the survey. 
1. Number of courses 
A total of 20 different courses were surveyed from six institutions 
2. Level of courses 
6 courses were for beginners. 
3 courses were for near beginners. 
2 courses were for both beginner and advanced. 
1 course was for the modestly advanced. 
8 courses were described as advanced. 
3. Number of students in courses 
There was a close correlation between the size of the laboratories at the 
respective colleges of education and the number of students in the 
courses (ref. Question 3,Section A of survey). 
The largest number recorded was 30. 
The smallest number recorded was 6. 
The average size of all classes was 12-6 . 
The average was calculated by adding all the numbers of students in 
classes (629) including all classes that were repeated and then dividing 
by the total number of classes (50). 
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4. Length of courses 
5 courses were 5 hours and 25 minutes long 
1 course was 6 hours long. 
2 courses were 10 hours long 
8 courses were 12 hours long. 
1 course was 18 hours long. 
3 courses were 48 hours long. 
5. Total Length of course 
2 courses lasted for 6 weeks. 
1 course lasted for 9 weeks. 
5 courses lasted for 10 weeks. 
3 courses lasted for 12 weeks 
8 courses lasted for one semester. 
1 course lasted for 24 weeks (at 2 hours a week)* 
*also presented over 12 weeks (at 4 hours a week) 
6. Delivery of Course 
There was very considerable variation recorded, the most frequently 
used delivery was a 12 hour course delivered over a period of one 
semester ( 8 returns). 
7. Optional or compulsory 
14 courses were optional 
6 courses were compulsory 
8. Objectives 
10 courses inclined towards developing keyboard skills, 
10 courses inclined towards developing musicianship skills. 
19 courses had elements of both keyboard and musicianship skills. 
1 course was concerned with creativity using computers and 
synthesizers. 
3. Are any of the courses described in question 2 ongoing or continuing? (For 
example, A-B) 
Auckland 
No 
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Hamilton 
All 
Palmerston North 
A-B-C-D/E 
Wellington 
Students can take the courses at any stage provided they follow a 
sequence eg. 183/ 283/ 383 
Christchurch 
MU 201 and MU 301 
Dunedin 
Mus 2 and 18 (A-C) 
Findings 
1. Ongoing or continuing courses (five returns) 
4. Do you make use of published programmes in your keyboard courses? If so, 
please indicate which ones you use. refer to courses by code as in question 1 (A-G) 
Auckland 
The Easiest Way to Play your Portable Keyboard, ·william A. Palmer, 
Thomas Palmer and Morton Manus. Alfred Publishing Coo. California 
U.S.A. 1987 (A) 
The Older Beginner Piano Course, Level One, James Bastion, Kjos 
West, San Diego, California 1977 
Hamilton 
Bastion piano series. Complete Keyboard series. 
Palmerston North 
The Older Beginner Piano Course, Level One, James Bastion,Kjos 
West,San Diego, California 1987 (A) 
Musicianship, Levels One and TwoJames Bastien,Kjos West, San 
Diego, California 1988 (B) 
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Royal Schools of Music and other sources (C and D) 
Wellington 
Chimes Piano Books, 1 and 2- (A) 
Christchurch 
Ocus Pocus (C) 
Dunedin 
Alfred and Brimhall series 
Findings 
1. Published materials used in courses (six returns) 
2. Bastion series (three returns) 
3. Information related to question 1 (four returns) 
5. Have you written your own programmes? If so,please indicate which ones 
using the code as in question one (A-G) 
Auckland 
Several years ago for an E.C.E. course. 
Hamilton 
Ideas and concepts for many courses developed in original format. 
Palmers ton North 
Curriculum song book (C and D) 
Improvisation course. 
Wellington 
Use a wide range of resources including a compilation of ideas from 
local teachers. 
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Christchurch 
Own materials (A and B) with added materials from various song 
collections (ie A.C.Black series) 
Dunedin 
No, but use made of collated notes. 
Findings 
1. Original materials used (three returns) 
2. Compilation of resources and ideas (three returns) 
3. Use of supplementary materials (two returns) 
4. Refered to Question 1 Code (two returns) 
6. How do you cater for students who enter your courses with a variety of musical 
backgrounds? 
Auckland 
They can learn at their own level. 
Waikato 
The courses are sequentionally developed and students can start at 
their own level within the course. · 
Advanced keyboard players are given functional keyboard experience. 
Palmerston North 
Students identify their level and then work on units at their particular 
level. Tutor divides time between students working at different levels. 
Wellington 
Independent learning supported by tutor supervision. 
Christchurch 
Students are identified as beginners or as having had some 
background. They then take differently structured courses but, where 
possible, at seperate times. 
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Dunedin 
Provides a variety of song material. 
Given independent tasks eg song writing. 
Findings 
1. Differences of ability within the class using a variety of methods. 
These included commencing the course at different points or being 
provided with materials appropriate to their level of development 
(six returns). 
2. Groups resheduled where possible-sD that students couldlearn with 
others of similar background (one return). 
7. How do you cater for students who progress at different rates? 
Auckland 
They can work at their level but they get the same examination. 
Hamilton 
Same as for 6. 
Palmerston North 
Inevitable Less advanced students work as a group 1 more advanced 
work as a group for the first two or three sessions and then on an 
individual basis. 
Wellington 
Same as for 6. 
Christchurch 
Less advanced students progress as a group 1 more advanced work at 
their own level. 
Dunedin 
Achievement based tests are set for students to pass courses. 
250 
Findings 
1. Provision was made for students who progress at different rates by 
providing appropriate materials (six returns). 
2. All students in the same course were given the same examination at 
the end of the course( one return). 
3. Achievement based tests (one return). 
8. Do you make use of cooperative learning in your keyboard programmes? 
Auckland 
Not in a structured way but it happens. 
Hamilton 
Students share progress. 
Palmerston North 
It tends to happen as a matter of course. 
Wellington 
Yes (cites peer tutoring) 
Christchurch 
Not in a structured way. 
Dunedin 
Yes 
Findings 
1. Cooperative learning takes place (six returns). 
2. Cooperative learning occurs but not in a structured way (four 
returns). · 
3. Did not elaborate, more information is required (one return). 
4. Peer tutoring referred to (one return). 
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9.What do you consider to be the advantages of teaching keyboard skills using a 
keyboard laboratory compared with learning in a one-on-one situation? Please 
list in order of importance. 
Auckland 
1. Musicianship 
Hamilton 
1. Efficient use of teaching personnel 
2. Students share and tend to motivate each other with their varied 
progress. 
3. Able to do group participation 
Palmerston North 
1. The compactness of the group for group teaching enables the tutor 
to attend to individual needs while being sensitive for what 
happens in/for the rest of the group. It is a social activity without 
being overtly competitive. 
2. The possibility of group activity and group learning /teaching. 
3. The possibility of an on-the-spot audience for students at 
appropriate times. 
Wellington 
1. Opportunities for peer tutoring. 
2. Can take more trainees. 
3. Maximises tutor time. 
Christchurch 
1. Offers more students opportunities to acquire musicianship/ 
keyboard skills. 
2. Makes good use of staff time and resource. 
3. Provides opportunities for shared learning. 
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Dunedin 
1. Economics 
2. Social interaction 
3. Ensemble playing 
Findings 
1. Three advantages given (five returns). 
2. One advantage (one return). 
3. No clear pattern emerged in 'the order of importance' part of the 
question. 
4. Overall a number of similar answers were identified if not in the 
same order of priority including 
(a) Efficient use of staff (four returns). 
(b) Shared learning (four returns). 
(c) More students can learn keyboards (two returns). 
10.What do you consider to be the disadvantages of teaching keyboardskillsusing 
a keyboard laboratory compared with learning in a one-on-one situation? Please 
list in order of importance. 
Auckland 
1. Responding to individual needs. 
2. Quality of sound of keyboards. 
Hamilton 
1. Not enough time to spend with each student. 
2. Laboratory with consol prevents tutor from working alongside 
student. 
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Palmerston North 
1. A keyboard laboratory is a blunt tool, suitable for 'gross' skills but 
not for teaching finer points of interpretation. Students sometimes 
feel frustrated with limitations of instruments. 
Wellington 
None given. 
Christchurch 
1. Finding enough time to help individuals. 
2. Inferior quality of sound. Economics prevent purchase of 
instruments with superior sound. 
3. Not possible to 'refine' sound. 
Dunedin 
1. Personal technique suffers. 
2. Students tend to progress at class speed. 
Findings 
1. Three returns cited two disadvantages, one gave one, one gave 
three. There was also a nil return. 
2. The lack of time/ opportunity to assist individual students being the 
biggest disadvantage of teaching in a keyboard laboratory (two 
returns). 
3. The quality of sound of the keyboards was seen as a disadvantage 
(two returns). 
4. One return referred to a Roland electric keyboard and another to a 
Yamaha electronic organ (ref. Question 4 Section A of survey). 
11How do you assess the students who have taken part i.n your keyboard 
programmes? 
Auckland 
Ref. Syllabus for guitar, recorder, theory and a ural,and voice 
examinations. All examinations are marke.d out of 100. the pass mark 
being 50. 
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Hamilton 
Three forms of assessment used for (different) courses; grade 
related,value added and Pass/Fail based on value added assessment and 
progress and achievement. 
Palmerston North 
Grades are awarded from D to A+. The return includes a detailed 
account of how marks, levels and grades are interrelated. 
Wellington 
Progress from base-line skills at entry is measured student and tutor 
assess and evaluate course together. · 
Christchurch 
Grades are awarded. Passes are either at A,B or C level and are based on 
set criteria. 
Dunedin 
Graded on all aspects of course. Regular review of keyboard playing. 
Findings 
1. A system involving grading was used (three returns). 
2. Criteria based assessment (one return). 
2. A Pass/Fail system( one return). 
3. Marks out of 100 (one return). 
4. A system where progress was related to base-line skills on entry to 
course and assessment resulted after a process of consultation 
between the tutor and the student( one return). 
12How do you evaluate your keyboard programmes? 
Auckland 
Student evaluation of total programme including keyboard 
programme. 
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Hamilton 
Self evaluation 
Student evaluation 
Evaluation of student response. 
Palmerston North 
Self evaluation 
Student feed-back and suggestions. 
Wellington 
Student evaluation 
Staff discussion 
Christchurch 
Self evaluation 
Student evaluation 
Dunedin 
Student evaluation 
Findings 
1. Student evaluation (all returns) 
2. Self evaluation (three returns) 
3. Staff discussions (one return) 
13Are any of your programmes directed towards providing training for students 
who may wish to teach in primary school keyboard laboratories? 
Auckland 
No 
Hamilton 
No 
Palmerston North 
Partially covered in courses. 
M.O.M.S.E. run courses. 
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Wellington 
Not specifically, option available. 
A.S.T. courses do address this. 
Christchurch 
Partially covered in courses. 
Dunedin 
Not specifically repertoire reflects this. 90% of students see it that way if 
laboratories are available. 
Findings 
1. 'No' replies (two returns). 
2. This area covered partially although this was not the specific aim of 
the course (two returns). 
3. A specific example of a course (one return). 
14P lease add any extra information concerning your keyboard laboratory 
programmes that has not been accounted for in Section B of this report. 
Auckland 
A great need for Student Books/Methods, the published ones all have 
their limitations. 
Less use being made of laboratory intercom. system, preference for 
working alongside a student. 
Hamilton 
Length of courses create problems, one semester means that there may 
be a full semester before another course is available, a lot may be 
forgotten in the interim period. 
Lack of opportunity for some students, only one semester 
course available for complete period of training. 
Palmerston North 
Nil 
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Wellington 
Reduced time with B Ed. programme will mean much less time to 
meet individual needs. 
Christchurch 
Need for texts that meet the needs of students. 
Need for year long courses to provide continuity of learning. 
Dunedin 
Nil 
Findings 
1. Nil (three returns) 
2. Need for more suitable material (texts) cited (two returns). 
3. Need for more opportunities for continuity in courses cited (two 
returns). 
4. Less need for communication systems (one return). 
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In Appendices II and III, a 5 point scale is used to indicate subjects' 
responses, 1 is a negative indicator and 5 a positive indicator. Data 
collected from the two questionnaires will be found in Chapter IV of the 
study. l80 
The original questionnaires to the subjects included a descriptor at 
each end of the 5 point scale. The descriptors will be found in Chapter 
IV of the study at the bottom of each figure relating to the 
questionnaire. 
180 Ref. p. 251-252p 
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APPENDICES-II 
Data 
Control Group/Field Trial 
Questionnaire 
1. Returns Total 18 ( 100% return) 
~. Musical background 
Did you play an instrument before commencing this course? 
Yes 17 No 1 
Three instruments 1 
Two instruments 9 
One instrument 7 
No instrument 1 
Specify instrument(s) 
Recorder 
11 
Guitar 7 
Piano 3 
Violin 3 
Cello,clarinet, organ and tenor horn 1 
How long ago did this take place? 
Years 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 1 8 19 20 21 
8 3 2 1 2 1 1 1 2 2 1 
How many years did you learn the instrument for? 
Years .5 1 2 3 4 5 .6 
7 52 2 6 31 
Were you able to read music on entry to the course? 
Yes 10 N o 5 Not sure 2 N R 
How would you rate your reading skills on entry to the course? 
1 
3 1 
2 
4 1 
3 4 5 
5 1 2 
One reply did not indicate a level ("treble clef only") 
~~dd any further information not already covered in the question. 
Read treble clef only 2 
Other (1 each) 
Self taught,reading skills forgotten,Stage One 'Varsity. 
~~. Reasons for taking this course rather than the guitar option. 
Wanted to play the keyboard. 7 
Felt that they were not good at playing the guitar. 6 
Felt that they already played the guitar well. 3 
More variety offered in keyboard course. 3 
Use of keyboard in the classroom. 2 
Reading skills 2 
Other (1 each) 
Playing skills, the tutor,suitability of course for beginners, more 
enjoyable than guitar. 
4. At the end of the field trial period did you feel that you were able to 
Play at least two pieces of music (right hand)? 
1 2 3 4 5 
0 0 0 1 5 1 11 
Play at least two pieces of music (both hands)? 
1 2 3 4 5 
2 1 4 1 4 6 
Play more than two pieces of music (both hands)? 
1 2 3 4 5 
4 1 6 2 5 
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How many pieces altogether? 
4 
2 
NR8 
5 
0 
6 7 more 
4 1 1 
Did you feel that your reading skills improved during the 
1 2 3 4 5 
0 2 3 5 7 
NR 1 
trial? 
·,5 Did you feel that your attitude to the course changed during the field trial 
'period? 
lz entry 
1 
0 
2 
1 
3 
5 
At the completion of the field trial period 
1 2 3 
0 0 0 
Change downwards 0 
No change 9 
4-4 
4.5-4.5 
5-5 
Change upwards Up one point 
Up two points 
4 
3 
4 
4 
1 
1 
8 
5 
1 8 
5 
1 13 
4 
3-4 
4-5 
4 
2-4 
3-5 
2 
2 
1 
3 
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~~How appropriate were the contents (modules) used in the field trial? 
1 2 3 4 
0 0 2 2 
Please comment on the delivery of the programme. 
1 2 3 4 
0 0 0 1 
1 
1 
5 
13 
5 
16 
How important was the role of the tutor to you in the learning process? 
1 2 3 4 5 
0 1 3 3 1 10 
Did you find that learning to play the keyboard caused you any anxiety? 
1 2 3 4 5 
5 10 1 1 1 
TO. Please add any comments you may care to make that have not already been 
ol:overed in the above questions. 
High quality of tutor(ing) 8 
Appropriate style of teaching 4 
Feeling of achievement 4 
High quality of course 3 
Wider range of materials 2 
Other ( 1 of each) 
Small group was appreciated,effectiveness of test sheets, 
would have liked a faster pace, wide range of 
music,frustration in comparing ones own ability with that of 
others. 
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APPENDICES-III 
Data 
Exp erimen tai/Grou p 
Questionnaire 
1. Returns Total 17 out of 18 (94.44% return) 
'!(:,2. Musical background 
Did you play a musical instrument before commencing the course? 
Yes 12 No 5 
Two instruments 5 
One instrument 7 
No instrument 5 
Specify instrument(s) 
Recorder 
Guitar 
Piano 
Keyboard,organ and 'cello 1 
How long ago did this take place? 
5 
6 
3 
Years 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 
6 1 1 1 3 2 1 
How many years did you learn the instrument for? 
Years .5 1 2 3 4 
2 8 2 3 2 
Were you able to read music on entry to this course? 
Yes 10 No 7 
1 
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How would you rate your reading skills on entry to the course? 
1 2 3 4 5 
3 10 3 1 0 
Add any further information not already covered in the question. 
(1 of each) 
Self taught, doing a theory of music course, feel confident at beginner 
level. 
Reasons for taking this course rather than the guitar option. 
Wanted to play the keyboard. 10 
Felt that they already played the guitar well. 4 
Felt that they were not good at playing the guitar 2 
Other (1 each) 
Playing skills, one also learning the guitar. 
4. At the end of the field trial period did you feel you were able to 
Play at least two pieces of music (right hand)? 
1 2 3 4 5 
0 0 0 2 14 
Play at least two pieces of music (both hands)? 
1 2 3 4 5 
0 0 3 6 8 
Play more than two pieces ofmusic (both hands)? 
2 3 4 5 
0 0 1 4 6 6 
How many pieces altogether? 
3 4 5 6 7 
3 4 1 . 2 1 
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6. 
7. 
Did you feel that your reading skills improved during the fietrial 
period? 
,_ 
l 
0 
2 
0 
3 
3 
4 
1 
5 
12 
Did you feel that your attitude to the course changed during the field trial 
tod? 
On entry. 
1 2 3 4 
0 0 5 6 
At the completion of the field trial period. 
1 
0 
1 NR 
2 
0 
3 
0 
,4 
1 
Change downwards 0 
No change 7 
4-4 1 
5-5 7 
Change upwards Up one point 
4-5 4 
Up two points 
3 5 4 
5 
7 
5 
15 
How appropriate were the contents (modules) used in the field trial? 
2 3 4 5 
0 0 0 1 16 
Please comment on the delivery of the course. 
1 2 3 4 5 
0 0 0 0 17 
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1.: .. How did you feel the cooperative instrumental programme compared with a tally tutor directed one (as in your Year One Instrumental)? 
1 2 3 4 5 
0 0 1 2 14 
~2. How important was the role of your field-trial partner (as the teacher) to you in 
~tifie learning process? 
1 2 3 4 5 
0 0 0 13 4 
';{0. How important was the role of your field-trial partner (as the one being 
;itaug ht)? 
1 2 
0 0 
3 
3 
4 
11 
5 
3 
11. In your role of teacher did you feel that you were adequately briefed? 
1 2 3 4 5 
0 0 2 5 10 
12. ln your role of the one being taught, did you feel that you were adequately 
briefed? 
1 2 3 4 5 
0 1 0 2 14 
13. Do you feel that you and your field-trial partner rvere given adequate 
opportunities to consult with the tutor? 
1 2 3 4 5 
0 0 1 1 15 
14. Do you feel that you and your field-partner were given adequate opportunities 
to consult/debrief with each other? 
1 2 3 4 5 
0 1 1 0 15 
Debrief 0 1 1 14 
15. How important was the role of the tutor to you in the learning process? 
1 2 3 
0 1 0 
4 
4 1 
6 
11 
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'?};6. Did you find that having two teachers (your tutor and your partner) created 
~ny difficulties in the learning process? 
1 2 3 4 5 
0 0 0 0 17 
17. List three advantages (in order of importance) you see in learning to play the 
keyboard in a cooperative learning mode. 
No. 1 
Mutual support and encouragement 
(8 "1st" returns, 5 "2nd" returns ) 
No. 2 
Positive and non·-threatening atmosphere 
( 5 "1st" returns, 2 "2nd returns,3 "3rd returns) 
No. 3 
Two (supporting) teachers 
( 3 "2nd" returns) 
Also mentioned 
Better understanding,no feelings of failure,reinforcement of students, 
learning how to teach someone else, better way to teach the basics, 
enjoyment,programme structure,revision of skills, improved role of 
teacher, allowed to talk in class. 
18. List three disadvantages (in order of importance) you see in learning to play 
the keyboard in a cooperative learning mode. 
No. 1 
(Equal first) 
Possibility of being held back by a partner. 
Possibility of partner not teaching correctly. 
(2 "1st" returns) 
No. 2 
Partners should be of the same level of ability. 
(1 "lst" return,} "2nd return) 
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Also mentioned (all single returns 
What happens if your partner is away? The feeling of not being as good as 
your partner, possibility of conflicting information provided by the two 
teachers. 
No Returns 9 
19. Do you feel that you would use a cooperative style of learning to teach 
children to play a musical instrument in yourclassroom? 
1 2 
0 2 
3 
3 
4 
10 
5 
3 
20. Did you find that the process of learning to play the keyboard caused you any 
anxiety? 
1 2 3 4 5 
8 8 0 0 1 
21. Please add any comments you may care to make not already covered by the 
above questions. 
(High) quality of tutor(ing) 
Positive comments about cooperative learning 
High quality of course 
Increased confidence 
Feeling of achievement 
9 
4 
4 
2 
2 
Not enough time (because of late release from previous class) 2 
Other ( 1 of each) 
Advantage of learning in a small group, problems with dictations. 
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Appendices 1 V 
Field Trial Programme 
* Ai-ees of the modules have been ~·ha,jed in. The::•e area~· \•/ere not 8Vailet,le to the 1Mrni n~~ 
·partner in the Ex peri mental Grr.nJp. . 
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MODULE ONE 
Module One 
- introduces the electronic keyboard. 
-provides directions on correct posture. 
-revises end/or extends basic reeding skills. 
- enables you to perform et least three melodies. 
- commences e short course on. eer trein1ng. 
The keyboard used for this course is the Vomoho PS 75 modeL 
The function mode to be used is the 00 mode (piano). 
Vou will be given instructions on how to operote the keyboard end 
earphones et the stert of the module. 
Activity one/Eer training 
In J:eybaard playing.. the right hand thllmb is J.'l'lttt+'IJ as one, the first fing@.r 
two, the second finger three, the third finger four and the little finger 
five (diogrom one). 
Diegrom One Diegrem Two 
Place your right hemd on the keyboard so that your thumb (one) is 
on Middle C ( diegrem two). 
Repeot the pattern of notes thet you heer . 
. 
Place your right hand first finger (two) on the white note,D to 
the left of M1ddle c. 
Repeat the pet tern of notes that you hear. 
Place three on E next to D end repeet the p8ttem of notes that 
you heor 
In the seme way place four 9~ F (beside E) followed by five on G 
(beside F), there will bee seperete p8ttem of notes ployed for 
both F and G 
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Five more petterns of notes will now be pleyed. Eech pattern will be 
;played twice. The second time mey be the seme es the first or it mey be 
,different. Record on your Module Tesk Sheet en "S" if you think thet the 
pot terns ere the seme or e "D" if you think thet they ere different. 
Activity Two/ Theory of Music 
Each note is given o fraction neme as follows 
the crotchet ( J ), e quarter note ( ~). 
the minim ( I), e half note U ). 
. d ~ 
the dotted minim ( \),a three-quarter note ( 1 ). d. '+ 
the semi-breve (-o), 8 whole note (fl.). 
lot-
Music is divided into bers, eech ber is sepereted from the next ber by e ber 
llne end the finel ber hes e double ber line es in ~xemple below. 
A 4. J J J J I J J I 0 II 
time signeture ber Hnes""' ~double bet 
At the beginning there is e time signature. 
The top number tells us how meny beals there ere in e ber. 
The bottom number tells us how long the beets ere. In this example there 
ere four querter note beets in eech ber. 
The exemple ebove hes four bers. Eech ber conteins e different pettern of 
notes. If you edd up the frection velue of the notes in each ber you will flnd 
thet the totel is the seme es the time signeture. 
Now pley this rhythm on the note Middle c using o~e in the right hend. 
The next exemple hes e different time signeture. Whet does the top number 
tell us. this time? Whet is the length of eech beet? How meny bers of 
music ere there eltogether? Record your enswers in your Module Task; 
Sheet. 
Now perform this rhythm on "D" using two in the right hend. 
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Activity Three/Playing melodies. 
So far we have performed rhythms; using only one note. !'lelodies rise and 
fall thus requiring more than one note. 
In Activity One we identHied our fingers by numbers and then performed a 
series of rhythms using each finger on a different n~e. Diagram Three 
shows where each note is written on the treble clef ( ). The treble clef 
is used to write down music using higher registers· (or, ·gher sounds) 
Diagram Three 
In your Module Task Sheet~ you will find a quarter~half,three-quarter and a 
whole note written on the middle C 11ne. Repeat this pattern for the 
following notes; 01 E, F and G writing the notes on the appropriate line or 
space. 
In the early stages of J:eyboarding the finger that is reqllired to play the 
note is often written above the note. However:. it is most important to learn 
the names of the lines tJnd spaces in the treble clef so thtJt yoll do not have 
to rely too milch tlfJOn fingering indictJtors tJnd leam to retJd the mllsic 
itself. 
'1 
a a a u 1 u a a· 1 u u 
" 
II 
3 
' ~ J J J I J J J J I J. II 
Vou will note thet we only performed rhythms using the notes C,D and E. 
The some principles would also apply for F and G. 
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Here are three melodies. Vou will note that some fingering has been added, 
you may put in the remaining fingering if you wish but not before you haYe 
tried to play 1t with only the fingering giYenl Please indicate when you are 
ready to perf arm a 11 three pieces. 
"Opus One" 
"Turn on the Sun· 
• 
"Pease Pudding" 
Activity Four/Theory Check Point One 
Vou will finda series of questions based on the theory of music in your 
Module Task Sheet. When you have completed the questions, return the 
sheet and then work on the Extension pieces until the end of the class. 
Activity Five/Extension 
Two further pieces; check each one wlth John Emeleus before going to the 
next one. 
"Waltz" 
• 
' I j j 1 I J J I J J J I J J I J J J I J J lj. I J. II 
'Heppy Deys" 
274 
275 
Field Trial Programme 
MODULE TWO 
Module Two 
- revis~s and/or extends basic reading ski11s. 
- introduces sight reading. 
- continues with ear training. 
- extends performance repertoire. 
Activity One/Revision 
"Opus One","Turn on the Sun" and "Pease Pudding". 
Play each piece through twice, check both notes end timing. 
Activtty Two/Ear Training 
Five short patterns of notes using Middle C (one) 
and D (two) will be played twice. Play back after the 
secondheari ng. 
Five further patterns of notes will be played still 
using C and D. Each pattern will consist of five notes 
end will be played twice. One' note will be altered 
when the pattern is played for the second time. 
Record 1n your Module Task Sheet which note has been 
altered by using a number between one and five. If, 
for example, the second note is altered, record a 2. 
Activity Three/Sight Reading 
Sight retJdingis the skill of being able to play music 
after a quick read through. This is an important skill 
that wi11 both develop and extend your reading skills. 
Fingering is not given. All examples will start and 
finish on Middle C. In Module Two, only C and D will be 
used. 
Read through the music, place your fingers on the key 
and silently finger the music. Then, next time, play it· 
'live'. Concentrate on accuracy of notes and note 
lengths. Try to keep a steady speed throughout. 
Example One 
~; 1 J J 'a J Ia a J J 1. 11 
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Exomole Two 
t~J.IJ J ljJ J lj.ll 
Activity Four/Theory 
Your sheet tosk sheet from Module One wil 1 be returned. 
Quavers (eight notes) ere usually written in pairs 
(see Inset t ). Quavers last half os long es 
crotchets (quarter notes). 
Play the following rhythms on Middle C (one=thumb) 
---..---r---;---:r----,~ 
1 tr J J n J J d J II · 
~ n n J 1 J J J 11 
JnJnlnJJ·II 
Music sometimes has two beets in the bar (inset 2). 
Ple the following examples on Middle C (one=thumb). 
l ~ J J In J ll 
2 ~ nntJ JIJ IJ II 
Activity Five/Playing Melodies 
Here ere three melodies. you will note that some fingering has 
been added, you may put in the remaining fingering if you wish 
but not before you have tried to ploy it with the fingering given! 
Please indicate when you ere ready to perform ell these pieces . 
.. Aunt Rhody· 
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$ 
i ; J J J" I j 1 I J J J I J J 1 I J J J I J J J 
~ J J J J I. II 
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,~ II 
Turn on the Sun 
.3 
.. 451-
-
... 4 
-
..., 
-
...,. 
I I I 
;. 3 z. 3 
s tt s 
I 4 - .. 4 - '"' 
.... 4 ...,. . 
; 
"Peter's New Shoes" 279 l I !; t .S ~ ~ J 3 J 3 I J J I J J I J J 11 3 H I J J I J ~ Ia II 
"Swing Along" 
~ I j J J lj J J I 3 J 3 I~ ~ II 
Activity Six/Theory Check: Point Two 
Vou w111 find e series of questions based on the theory of music in your Module Tosk 
Sheet. When you have completed the questions, return the sheet end then work on the 
Extension pieces until the end of the class. 
Activity Seven/Extension 
Three further pieces; check each one with John Emeleus before going on to the next 
one. 
"Who's That?" 
t_ r 5 2. ~~l IJ IJJJ!JI3ala iJ IJJfil~ II 
"March" I I ~ 
R I l l J 
3 2 
IJ J J • IJ J J 1 I J J 
5 
IJ J J I J J J 
I J J J J J I i l II "Dinah" 
2. ... 3 2. 1 ~ j 1 j1 l 1 l J (J J I J J J J J J I J J i I if 1 if ll = 
5 2. tJ J IJJJJJ 3 I. II 
Field Trial Programme 
I85fE~~~l!NJfE~ KfEVI85©#%~[D) ©[R)IIHO~ 
~©[D)lUlfE ~~~~fEfE 
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NODULE THREE 
Nodule Three 
- revises end/or erxtends reading ski 11 s. 
- introduces di ctet ion. 
-continues with sight reading and ear training. 
- extends performance repertoire. 
Actl vi ty One/Revf sf on 
"Turn on the Sun" .and "Aunt Rhody" 
Play each piece through twice, check both notes and tim.ing. 
Activity Two/ Ear Training 
Five short patterns using Middle C (one),D (two) and E 
(three). will be played twice. Play back after the 
secand hearing. 
Five further patterns of notes wlll be played using C,D 
and E. Two notes will be altered when the pattern is 
p 1 eyed for the. second time. Record 1 n your Module Task 
Sheet which note has been altered by using a number 
between one and f1ve. If ,for example, the third and 
fourth notes are altered, record 3 4. 
Activity Three/Sight Reading 
Read through the following examples,finger the notes 
if you wish but do not play through until directed. 
?.,. 
!II 1!1 I, 1 II II 
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Play the following two examples. The first is wr1tten in the 
treble clef whllst the second is written in the.bass clef, both 
contain rests. 
1. 
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Activity Five/Playing Melodies 
The following two melodies are written for both hands. Note that 
the rests occur only in "The Grand Old Duke of Vork" and in 
the boss clef (left hond). 
"Aunt Rhody" 
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"The Grand Old Duke of York" 
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Activity Six/Theory theck Point Three 
... . 
-
II I 
You will flnd a series of questions based on the theory of music in your 
Module Task Sheet. When you have completed the questions~ return the 
sheet and then work on the Extension pieces until the end of the class. 
Activity Seven/Extension 
Two further pieces, check with John Emeleus before going on to the next 
one. 
.. Au Clair de la Lune" 
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"Trumpets· 
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MODULE FOUR 
Module Four 
-revises end/or extends reading skills. 
-continues with sight reading an1j ear training. 
-introduces dictation of rhythrns. 
- e:><tends performance repertoire. 
Activity One/Revision 
"Turn on the Sun' (Module Two) and "The Grend Old Duke of Vork" 
(Module Three) 
Play each piece through twice, check both notes and timing. 
Activity Two/ Ear Training 
Five short patterns using Middle C ,D, E and F. 
Each pattern will be played twice. Play back after the 
second heeri ng. 
Dictation 
Two short rhythms ( each two bars 1 on g) wi 11 
be played twice. Record what you hear in your 
t1odule Task Sheet. 
Activity Three/Sight Reading 
Reed through the following exernples,finger the notes 
if you wish but do not play tt1rough until directed. 
Example One 
~~'l aJIJ J laJHal. II 
Example Two 
" 
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Activity Four/Theory 
Your task sheet from Module Three will be returned. 
Activity F1ve/P1uying Melodies 
The following melody contains a number of tied notes. Make 
sure that you give each tied note its correct value . 
.a. .... 
V' 
I 
f 
I 
'-
II 
3 
S. 
-
/ 
-
.... 
I 
3 
.s 
... 
... 
'-
-
/ ... 
I I 
~ .s. ~ 3 
"" 
s 
'--v 
286 
.. 
... 
-
!~ 
1)_,' 
I 
~:~ 
·~ 
~/ 
I 
I 
Activity Six/Theory Check Point Three 
Vou wlll find o series of questions based on the theory of music in your 
Module Task Sheet. When you have completed the questions, return the 
sheet ond then work on the Extension pieces until the end of the class. 
Activity Seven/Extension 
Two further pieces, check with John Emeleus be·rore going on to the next 
one. 
The Banks of the Ohio 
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MODULE FIVE 
Module Five 
- revises and/or extends reading ski 11 s. 
- continues with sight reading, eew training and 
diet at ion of rhythms 
-extends performance repertoire. 
Activity One/Revision 
"Turn on the Sun" (Module Two),"The Grand Old Duke of York" 
(Module Three) and "The Saints" (Module Four) 
Play each piece through twice, check both notes· and timing. 
Activity Two/ Ear Training 
Five short patterns using Middle C ,D, E, F and G 
Each pattern will be played twice. Play back after the 
second hearing. 
Dictation 
Two short rhythms ( each two bars 1 on g) will 
be played twice. The rhythms will include the crotchet 
rest. One rhythm will be in quadruple time (four beats 
in the bar) whilst the other will be in triple time 
(three beats in the bar). Record what you hear in your 
Module Task Sheet. 
Activity Three/Sight Reading 
Read through the following examples,finger the notes 
if you wish but do not play through until directed. 
Example One 
Example Two 
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Acti vHy Four/Theory 
Vour tesk sheet from Module Four will be returned. 
Activity Five/PJeying Me1odies 
The following melody conte1ns a number of dotted Quarter 
notes. Make sure thet you g1ve each note tts correct value. 
Note that the melody goes into the bose clef/left hond at ber 12. 
·ode to Joy· Beethoven 
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Activity Six/Theory Check Point Four 
You v·till find e series of questions based on the theory of music in your 
t1odule Tesk Sheet. When you heve completed the questions .. return the 
sheet. and then work on the Extension piece as well as revising "Turn on ttle 
Sun" end "The Grand Old Duke of Vork" until the end of the class. 
Activity Seven/Extension 
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APPENDICES V 
FIELD TRIAL PROGRAMME 
Worksheets: Modules One to Five 
Name: __________ Tutor Group ----
NODULE ONE TASK SHEET 
Ac.t ~ '#JtiLOne 
The same or different? 
Write an "S~ if you think that the rhythms are the same. 
Write a "D' if you think thet they ere different. 
2 3 4 5 
Activity Two 
What does the top number mean? 
Whet is the length of each beat? 
How meny bers ere there in the music? 
Activity Three 
A quarter~ helf~ three-quarter and whole note ere writ ten on the 
Middle Cline, repeat the same pet tern for D,E,F end G. 
293 
Activity Five 
1. G.ive letter names for ~he following notes. 
~~< ~ . o e " -& ' : 
2. Insert the following notes on the stave below. 
~ 3 
F G- t> H\dd.\eC E 
3. Add notes to complete the following bars. 
(i) 4 
4 
(it) 3 
4 
ll 
II 
. Pleese return to John Emeleus et the end of the lesson. 
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Name, _________ Tutor Group. ___ _ 
MODULE TWO TASK SHEET 
Activity Two 
Which note has been altered? 
Using numbers one to flYe, record which note has been 
altered when the pattern has been played for the 
second time. If, for example~ the second note is 
altered, record a 2. 
1. 2. 3. 4. 5. 
Activity Six/Theory Check Point Two 
1. Put in time signatures at the points marked wlth e *. 
295 
* ~ ~ 
1. J J J I d-11 2. J 1 n J II 3. J n J l J J ~ 
* ,. 
4. J n J J 1 o II 5. n fJ I J ~ 
2. Give both the letter name and the fraction value of the 
following notes. 
0 J. 
3. Add notes to complete the following. 
2 
4 
3 
4 I l 
l 
l 
Please return to John Emeleus at the end of the lesson. 
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N ame _____________ Tu tor Group _____ _ 
MODULE THREE TASK SHEET 
Activity Two 
- Which notes havew been altered? 
- A group of five notes will be played. 
- The notes will be played for a second time with two altertations. 
1. 
Record which notes have been changed by using numbers from 
1 to 5. For example, if the second and fourth notes are altered, 
record 2 4. 
2. 3. 4. 5. 
Activity Six/ Theory Check Point Three 
1. Give the letter name and fraction value of the following notes. 
4 Treble clef t> £ 1 
Bass clef J)'· () F 
2. Add notes and rests (quarter note rest) to complete the 
following. Each example should contain two rests. 
4 
4 
3 
4 
2 
4 
3. On the treble clef write 
I 
! 
-a G (quarter note) iijE~~~~~~~~~~~ 
- an E ( three quarter note) Q 
- Middle C (whole note) 
- a D (half note) 
- an F ( quarter note) 
Please return to John Emeleus at the end of the lesson. 
Name _________ Tutor Group ___ _ 
MODULE FOUR TASK SHEET 
Activity One 
Dictation Each example will be played tw1ce. 
( 1) 
(2) 
Activity Six 
4 
4 
4 
4 
Theory of Music 
Tied notes. 
in the following example 
II 
(1) Draw a circle round the tied notes. 
(2) Indicate how many beets the tied note lasts for. 
Put the number inside the circle. 
2. Put in the ber 11nes in the following examples. They should be 
four bars long. · 
< 1) ~ J J J c1 J n J n J. II 
(2) 
(3) ~ J n J J. 0 tJ 
297 
Name _________ Tutor Group 
MODULE Fl VL TASK SHEET 
Activity One 
Dictation Each example will be played twice. 
( 1 ) 
(2) 
Activity Six 
4 
4 
3 
4 
Theory of Music 
Insert the names of the notes and the fingers you would 
require to play them with . 
... ... ... 
2. Put in the bar lines in the following examples. They should be 
four bars 1 on g. 
( 1 ) . 
(2) ~ ~ J. iti J J t t J p J a. II 
Return to John Emeleus 
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APPENDICES VI 
FIELD TRIAL PROGRAMME 
Support Materials: Modules One to Five 
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MODULE THREE 
RESTS 
Two rests are ·introduced in Module Three. 
The one beat rest (! ) 
........ The four beot rest (~) 
(this also means a rest for one bar) 
Five examples ore given below 
Example One 
t a 1 1 11 * 11 * * 1 11 * 1 * II 
Example Two 
' 
Example Three 
tg 1 t t 111* l1111l ·11 
Example Four 
~ ~ 1 * l1 11 I t 1 I J II 
Exaample Five 
MODULE FOUR 
TIED NOTES 
Tied notes ore introduced in Module Four. 
Ties join the sound of notes together 
Ties often join two notes across a bar line. 
A tied note means that the sound fs sustained 
for the total length of both notes. 
Five examples are given below: 
ExHmp 1 e One 
t) 
' ·' ...... ___ ..... 
Example Two 
302 
II 
~ Oh' <Ohen the Sa i n ts - go marching i n--- . I 
I ~ J J J I. IJ J J J I. ~~ 
tJ '· • _j '-------Example Three . ---
Example Four 
Exaample Five 
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MODULE FIVE 
DOTTED QUARTER NOTES 
Dotted quarter notes are introduced in Module Five. 
A dot after a notes increases the value of the 
note by half os much ogoin, 
Five examples are given below: 
Example One 
~ ~ J 1 J 1 l1 1 1 1 II 
Example Two 
Exomp 1 e Three 
~ ~ ,1 1 1 J I J. Ji J jill 
Example Four 
~ i J J J J I J. J J II 
Exoomple Five 
~ a J 1 J 1 I J. Ji J. J 11 J 1 J I J. J J II t. 
